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PREFACE TO THIRD EDITION 


Education as a science is young; as a profession it is just beginning 
to find itself: consequently, the theory and practice of education 
has not crystallized. In education, as in similar fields of applied 
knowledge, we must be unusually sensitive to the many changes 
which are taking place in our knowledge and in our social philos- 
ophy. Much of our educational practice is experimental and ex- 
ploratory, and with the accretion of experience, is subject to re- 
evaluation and re-interpretation. 

Textbooks in education written to guide the young neophyte 
into a dear understanding of the principles and practices of teach- 
ing, o< *n provide inservice stimulation for the teacher at work, 
must reflect the many changes which result from tested experience 
and thought as these affect educational theory and practice. Few 
books in this area can escape die occasional need of some revision 
to bring them into harmony with current developments. The author 
claims no exception for Teaching in Secondary Schools. There were 
some aspects oi instruction just emerging at the time this book was 
written which now have become much more clearly defined. The 
author does admit a feeling of satisfaction that he had antidpated 
many of these developments. 

In this edition the text has undergone major changes to insure 
that it is abreast of the latest facts bearing upon every phase of 
methodology. For example, the interrelations of teaching method 
and the curriculum have made advisable two new chapters in that 
area. The section on Problems of Method has undergone radical 
change to conform to recent trends and developments. It has 
seemed desirable to introduce an extended chapter discussion on 
Practices and Reviews. The emergence of television as an im- 
portant adjunct of our culture, with many educational possibilities, 
has required its consideration in the chapter with its near relative 
the radio. The unique place of the >eacher in modem education 
has suggested a more extended consideration of die teacher in a 
textbook devoted to the teaching art. 

No chapter has remained unchanged. The bibliographical 
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material at the end of each chapter has been completely revised. 
Section headings have been cast in question form to conform to 
better pedagogical practice. 

If the long popularity enjoyed by this book is enhanced by this 
revision, much credit will be due the many users of this text, 
students, experienced teachers and instructors, who have con- 
tributed their suggestions for its improvement. To all these the 
author is greatly indebted. 

This edition is made available to the members of the teaching 
profession, both actual and prospective, with the earnest hope that 
it will be found as helpful as the enthusiastic reception accorded 
the earlier editions would indicate has been true of it. 


Minneapolis, Minnesota 


Nelson L. Bossing 
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BASIC CONSIDERATIONS 


FOR SECONDARY SCHOOL EDUCATION 




1 


What 


is the Function of the Secondary 
School in a Democracy? 


1. How Has the Secondary School Evolved? 

Past and present interrelated 

The high school teacher who aspires to be successful will do 
well to understand the modem secondary school in its historical 
perspective. Like many other social institutions, the present-day 
secondary school represents an evolutionary development. It is 
a product of many forces that have played upon it, molded its form, 
and determined its essential characteristics; and, like most institu- 
tions of society at the threshold of a new transition period, it has 
not divested itself completely of the outworn trappings of its past. 
As a result, many hangovers in the way of organizational form, 
curriculum, and concept of function — often meaningless and 
sometimes definitely contradictory — are found to exist side by 
side in schools in neighboring communities and even within the 
same school unit. 

Nor should we necessarily expect to find a new institution com- 
pletely divorced from historical origins. Newness per se does not 
have inherent within itself the essence of value. Intelligent social 
evolution requires the survival of those institutional values that 
have proved their worth in racial oj social experience. The pri- 
mary question must be their timeliness, their adaptability for the 
present. 

Unless the teacher has a sympathetic understanding of this evi- 

3 
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dent confusion and its causes, and can thereby keep a sense of 
perspective in the midst of it all, and select for development those 
elements in the situation which have value and practicability in 
the present, inefficiency and dissatisfaction with the profession of 
teaching must inevitably result 

Stages in secondary school development 

At least three secondary institutions have formed a line of suc- 
cession in the evolution of the American high school. The first of 
these, the Latin-Crammar school, was brought to America by our 
first colonists. It represents a direct transplantation from Europe. 
It embodied the social, political, and educational outlook of its 
native soil. The secondary schools of Europe were then, and to a 
great extent still are, the restricted schools of the classes. Only 
the well-to-do could or did send their children to the Latin- 
Crammar school. This school was distinctly a college-preparatory 
institution in Europe, and that remained its rather exclusive mission 
in early colonial history. As the name clearly implies, the Latin- 
Crammar school was heavily freighted with the ancient Latin 
classics and formal rhetoric. Very early in their life in the New 
World, many of the colonists sensed the inappropriateness of the 
Latin-Crammar school for the exigencies of pioneer life. Relatively 
few were able to afford a college education. Even fewer found it 
possible to follow a life of leisure and cultural interest as did the 
upper classes in the homeland. A natural demand aro c e, therefore, 
for a type of education on the level of the Latin-Grammar school 
that would contribute more practical worth to the life of these 
early colonial pioneers. 

The dissatisfaction found definite expression in the advocacy by 
Benjamin Franklin, in 1743, of a secondary school known as the 
Academy. Franklin was anxious to establish a school that would 
emphasize a general type of training for those not able to continue 
their education through the college. The curriculum would focus 
attention upon such subjects as English, mathematics, morality, 
geography, and history — the last to include commeacial history 
and natural history. The curriculum suggested by Franklin was 
a radical innovation. Unfortunately, when finally Franklin’s Acad- 
emy was organized in 1751, the curriculum represented some- 
thing of a compromise with Franklin's friends, who could not con- 
ceive of a secondary school without the time-honored ancient 
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languages. Languages, therefore, were included for those who 
wished to study them. In fact, Franklin’s Academy opened for 
instruction with three departments — the Latin school, the English 
school, and the Mathematical school. From this time forward the 
Academy developed rapidly, ushered in a wide range of subject 
matter in the curriculum, and soon surpassed the rapidly waning 
Latin-Grammar school 

At least two major influences brought about the downfall of the 
Academy. First, with the decline of the Latin-Grammar school, the 
colleges began to cast about for a suitable preparatory training- 
medium for their students. The Academy proved to be the logical 
agency. It gradually lost its original character and became in 
essence a substitute for the Latin-Grammar school as the agency 
for preparation of college entrants. Its curriculum became narrow 
and predominantly classical in content. The second major factor 
in the eclipse of the Academy was the cumulative public insistence 
upon free public education at the secondary level. The Academy 
was from die first traditionally a private tuition school. The first 
school created in response to these demands was organized at 
Boston in 1821, as the Boston English Classical School. The school 
was free and was available for those who did not plan to go to 
the Latin school; i.e., for those who did not contemplate college 
attendance. Its curriculum was similar to that of Franklin’s Acad- 
emy except for the complete absence of foreign languages. The 
development of the high school, however, was slow. The next 
thirty years saw fewer than forty free public high schools estab- 
lished, while die Academy reached its peak of development about 
1850 with over six thousand units. 1 After 1875 the Academy 
declined rapidly and the free public high schools came into the 
iscendancy. 

Unfortunately, die usurpation of the place of first importance by 
he high school made it the object of concern by those interested in 
he adequate preparation of entrants to college. As a consequence 
he high school, at the beginning of the twentieth century, had 
legenerated into a preparatory school for the colleges and remained 
lominandy that prior to World War I. The impetus given by 

1 For a more detailed consideration of die Academy, see Mulhem, James, 
i History of Education, pp. 475—478. New York: The Ronald Press Com- 
any, 1846. Also Monroe, Paul, Founding of the American Public School 
yetem, pp. 390-410. New York: The Macmillan Company, 1940. 
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World War I and its intensification by World War II, to a rethink' 
ing of the meaning of our democracy and a program of education 
adequate to its needs, has projected America into an effort to re- 
shape the program of secondary education to meet the demands of 
a democratic society. 

Growth and development 

The growth of the public high school has been phenomenal. 
The 1947-48 enrollment of die public high school given by the 
Office of Education in its 1950 report, 3 listed 25,484 public high 
schools with an enrollment of 5,653,305 pupils. This is approxi- 
mately one million less pupils enrolled than in 1939-40. The 
Report estimates, however, that by 1965 there will be upwards of 
11,000,000 pupils in the high school grades, 9-12. To get a true 
picture of die size of the total public secondary school enrollment 
for 1947-48 it is necessary to include the 3,551,126 enrolled in 
grades 7-8, now generally considered a part of die secondary 
school. That would bring the 1947-48 enrollment for grades 7-12 
to 9,204,431 pupils. 

This rapid development, however, has not taken place without 
its accumulation of problems. As previously indicated, prior to 
World War I the secondary school was essentially college prepara- 
tory in its emphasis. A itudy completed in 1921 by Counts, 3 
revealed the serious consequences for a democratic conception of 
education of college-entrance domination of the high school cur- 
riculum. Counts found that the character of the high school 
population startlingly reflected the narrow purpose of the school 
curriculum. For die most part only those pupils attended whose 
parents were able to contemplate the possibilities of a college 
education for their children. The recent and broader emphasis 
given the curriculum of the secondary school has had a consider- 
able part in the phenomenal growth in high school attendance 
since 1920, and particularly within the past ten years. 

3 Biennial Survey of Education in the United States, 1946-48, chapter I. 
Statistical Summary of Education, 1947-48, pp. 22, 24. Washington: Office 
of Education, 1950. 

• Counts, G. S. The Selective Character of Americas, Secondary Education, 
Supplementary Educational Monographs, No. 19. University of Chicago, 1922. 
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2. What I* 4h( Place of the Secondary School In 
Modern Educational Organization? 

Educational organization evolving 

The summaiy picture llrns far presented of the fortunes of the 
secondary school cannot but suggest the lack of stability within 
the form of educational organization. While the secondary school 
through die Lathi-Grammar, Academy, and high school has car- 
ried with it by implication a lower form of educational organiza- 
tion, as well as a higher (college) form, the outlines of these have 
not been sharply defined. Rapidly these organizational outlines 
are being brought into clear perspective. The more clearly defined 
these lines of cleavage are and the more extensive the units in- 
volved, the greater the need on the part of the teacher for a 
thorough appreciation of die place and nature of the task of die 
modern high school in a democratic society. 

Much like Topsy, our educational system has just grown. Con- 
siderable confusion still exists both as to the organizational form 
and the significance of the parts. The fact that no country in the 
world previously has undertaken to educate its citizenry on the 
broad scale attempted in America, or to make that education at all 
levels potentially possible for the remotest individual, has led to 
much of our difficulty, inasmuch as we have had no landmarks to 
guide us. Even worse, the tendency to forget the uniqueness of our 
educational experiment has led to confusion on the part of many 
who see a well-defined and coordinated secondary school cur- 
riculum in vogue in Europe, but ha. e not paused to inquire into 
the function of the secondary school in continental education. 

Present organization and tendencies 

The educational ladder consists of three principal divisions, 
somewhat clearly defined in major outlines: they are the elemen- 
tary, secondary, and higher educational levels. The lines of 
demarcation between these divisions are not so sharply determined. 
Graphically die divisions may be set down roughly as most com- 
monly recognized by educational leaders. 

Kindergarten — Age 5 — Grades sub. 

Elementary Primary — Ages 6-8 — Grades 1-3 

Intermediate — Ages 9-11 — Grades 4-6 
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Junior High School — Ages 12-14 — Grades 7-8 
Secondary Senior High School — Ages 15-17 — Grades 10-12 
| Junior College — Ages 15-19 — Grades 13-14 

Higher — Professional and Technical Training — Ages 20-f- — 
Grades 15+ 

While these divisions are the ones commonly accepted in educa- 
tional theory they do not represent the accepted mode of practice, 
inasmuch as the eight-year elementary school still predominates 
and the Junior College is yet in its infancy. Besides, a further devel- 
opment gaining headway at the present would extend education 
two years below the kindergarten, recognized as the preschool 
period, change die secondary divisions into the high school, grades 
7-10, and die community college, grades 11-14, and at the other 
extreme would provide a flexible system of adult education not 
contemplated in the third major division or higher education. These 
divisions do, however, aid the high school teacher to localize his 
problem. 


3. What Is the Task of Education in a Democracy? 

Had our forefathers possessed a well-defined conception of 
democracy and the peculiar functions of the school within a demo- 
cratic society, much of the struggle in secondary education recorded 
in the previous pages would have been avoided. The vicissitudes 
of the American secondary school reflects the persistent efforts of 
an awakening democratic spirit to free itself from inherited educa- 
tional ideas suited to an older authoritarian European society but 
incompatible with the educational needs of a democratic people. 

Meaning of education 

Such evidence of confusion as to the purpose of secondary educa- 
tion, revealed throughout the history of the secondary school in 
America and further indicated in the unsettled scope of its organ- 
ization, naturally forces the teacher to question the true function of 
education at this level. Indeed, a prior question jwould appear to 
demand an answer; namely, “What is the meaning of education?” 
No teacher can hope to succeed until he understands the meaning 
of the whole as well as the relationship of its parts; In other words, 
# he must comprehend clearly the general purpose and function of 
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education. He must see, too, the purpose of each major division 
as it relates to the larger outreaches of education. The writer has 
no further objective in this chapter than to suggest for purposes 
of recall important data that need to be considered, and to insure 
a common understanding upon which to base a methodology of 
teaching at the secondary level. The imperative need on the part 
of the teacher of a welKdefined conception of education is ac- 
cepted as fundamental . 4 

Education may be thought of as having two important and com- 
plementary facets: the one is concerned with education as a proc- 
ess of growth or development, and the other is concerned with 
education as in relation to purposes and goals. The teacher must 
always think of education as a process. He must constantly keep 
before him such questions as: “How do boys and girls grow or 
develop from what they are to something else?” “How do these 
changes take place?” “What can I do about it?” It is important 
for the teacher to keep in mind that education is a process by 
which the learner, often stumblingly, and sometimes with painful 
slowness, acquires different competencies. Further, it should be 
recognized that whatever is sought through education must be 
attained by a growth process. It is the function of the teacher to 
carefully and patiently guide the learning processes so that desir- 
able changes in the behavior patterns of youth take place. 

It is not enough for the teacher to be fully aware that educa- 
tion is a process by which growth and development are attained. 
It is equally important that the teacher should have definitely in 
mind the direction which this growth should take. Change does 
not occur except in some direction. Education must be concerned 
with the direction in which this change takes place in order to 
insure that all behavioral changes may represent the acquisition of 
personal and socially desirable behavior competencies. 

The dual nature of education, now fully accepted, is recognized 
in the statement of the purpose of education in a democratic 
society given in the now famous Report of the Commission for the 
Reorganization of the Secondary School . 5 Here the over-all purpose 
of education was stated to be: 

4 The author discusses the meaning of education for a demjcratic society 
in much more detail in Principles of Seco . lory Education , chapters X and XI. 
New York: Prentice-Hall, Inc., 1949. 

5 Cardinal Principles of Secondary Education , p. 9. U.S. Bureau of Educa- 
tion, Bulletin 35, 1918. « 
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To develop In each individual the knowledge, interests, ideals, 
habits and powers whereby he will find his place and use that place 
to shape both himself and society toward ever nobler ends. 

A more comprehensive statement from a contemporary writer 
agrees in general, but serves to amplify the point of view just 
quoted. Counts says: * 

« 

Tlie end of education is to be found in neither the one period nor 
die other (child or adult), but rather in the growth of the power of 
the learner to cope with this environment — a growth which is nur- 
tured through a direct participation in the life of the group and 
through a vicarious participation in the racial experience. . . . The 
child should be equipped to perform many of the activities adults per- 
form, but often on a more generous scale and according to an im- 
proved pattern. Even so, the aim is not to prepare him for adult life, 
but to give him mastery over his woild and to make him a guardian 
of the spiritual possessions of the group. 

A definition of education 

The discussion thus far has implied education as the agency by 
which the individual is molded into a socially efficient member of 
a democratic society. No doubt that point of view must remain 
central. However, sociality alone does not make up the complete 
picture of ones life. An adequate definition should comprehend 
other things besides, though the final appraisal of education must 
be made in terms of its significant contribution to social values. For 
tjie purpose of pointing a conception that may be basic and 
dynamic in this book, the function of education is conceived to be 
the adjustment of man to his environment , which contemplates 
mans adaptation to and the reconstruction of his environment to 
the end that the most enduring satisfactions may accrue to the indi- 
vidual and to society . It can scarcely be gainsaid that thejproblem 
of adjustment to the physical, social, and spiritual forces of our 
environment is basic in its very nature and cosmic in its outreach. 
Adaptation is imperative for the individual who would survive. 
Since man has steadily succeeded, with increasing momentum, in 
the creation for himself of the highly artificial environment that he 

'Counts, U S. “Some Notes on the Foundations of Curriculum Making** 
in the Tioenty-Sixth Yearbook of the National Society for the Study of Educa- 
tion, Part II, Foundations of Curriculum-Making , pp, 74-75. Bloomington, 
HL: Public School Publishing Company, 1026. Quoted by permMon of the 
6odety. 
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has been pleased to call civilization, the problem of adaptation has 
assumed a place of primary importance. When man lived in more 
primitive states, the social adaptations required of him were few 
and elemental. Likewise the adaptations to his physical world 
were not numerous or difficult. Simple shelter sufficed. Food was 
for the most part easily available. The warmer the climate, the 
less vigorous were the adaptive demands upon him. By the same 
token, the more complex the environmental situation imposed upon 
man by his artificial wants and created values becomes, the more 
imperative and far-reaching becomes the demand for a recon- 
struction of his environment so that the new wants thus stimulated 
may be satisfied. Primitive man found the chase supplied his wants 
for food, clothing, and, in no small part, his shelter. As his wants 
grew more numerous, it became necessary to reconstruct his envi- 
ronment by cultivation of the soil, manufacture, and the transfor- 
mation of his physical world to provide more commodious and 
comfortable shelter. This change affected his social environment 
Free nomadic life is incompatible with cultivated crops and impos- 
ing non-movable properties. New adaptations to new social envi- 
ronments, and the creation of new modes of social thought and be- 
havior, are rendered necessary as compensations for new values 
accepted and new satisfactions to be attained. 

Unfortunately, we have thought of the adjustment function too 
literally in terms of social reactions alone. Even at that we have 
thought of these social adjustments on far too restricted a plane. 
We have acted as though the greatest satisfactions of life could 
be attained in the realm of the mat'*' ial. More and more, thoughtful 
leaders in education raise warning voices against this serious lim- 
itation upon our prevailing educational outlook. To one of the 
worlds greatest teachers and thinkers are attributed the words: 
“Man shall not live by bread alone.” A cursory study of the history 
of the thought-life of the race will reveal how extensively man has 
given thought to the nature of the cosmos and his relationship to 
it. One cannot escape, furthermore, the realization of the profound 
effect that man's view of the universe and his acceptance of his 
relationship to it have had upon social thought and behavior. Yet, 
almost by common consent, this vital aspect of mans complete 
adjustment to his environment ha w been neglected by the school. 

All too often the individual as he reaches maturity has not been 
able to recognize any great ongoing spiritual forces in the universe^ 
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much less to identify himself with them. He does not feel die urge 
of a great spiritual dynamic, nor is he able to link himself with any 
cosmic forces that give purposiveness, vital meaning, and a timeless 
quality to life. As a result he has found his adjustment inadequate 
and his integration with his world incomplete. 

The school must recognize the seriousness of this mission in its 
educational outlook. The program of the -school must make possible 
the integration of the personality around some great cosmic prin- 
ciple that elevates man to a destiny far beyond that of sensuous 
satisfactions alone. 

Threefold function of the school 

Education, implied in such a definition, means a threefold func- 
tion of the school. 

First , the school must become the directive agency by which the 
child is enabled to adapt himself efficiently to the environment into 
which he has been born The writer recalls quite vividly a class- 
room discussion on the place of motivation m the educational 
process The professor m charge of the class, a nationally known 
educator, after dwelling upon the importance of motivation m 
efficient learning, mentioned many of the abuses that had devel- 
oped where teachers, more enthusiastic than wise, had earned to 
extremes this \aluable educational principle He then summarized 
the discussion with this trenchant statement. 

Remember that the doctnne of interest is important for learning and 
should be utilized wherever possible It is even more important to 
remember that the child has been born into an artificial structure of 
civilization The child is not by nature interested at this tender age 
m complete adjustment to this highly artificial social institution But 
whether he can be motivated bv natural interests or not, he must be 
taught conformity to the demands of this artificial civilization or 
society will brand him a misfit and ruthlessly cast him aside. 

The school must acquaint the youthful citizen with the nature of 
this institution of which he is and will be with the coming years 
much more a part. It must provide him with the requisite knowl- 
edge and skills for successful adaptation to the patterns of living 
required in a democratic society. Every major social camp has set 
up certain guides or regulations ( rules of die road)* conformity to 
which it is believed will enable its members to live ihore efficiently 
^md happily together. These regulations are expressed both in 
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written laws and unvritten conventions and customs which youth 
should understand. 

Second, the school must assume responsibility for the develop- 
ment within the individual of new interests, aspirations, and the 
power to sense new values, both individual and social, the attain- 
ment of which must inevitably bring new permanent satisfactions 
and cause society to reach even higher levels of living than now 
enjoyed. It is here that the “reconstruction” principle finds much 
confusion of thought among some educators, as well as with the 
laity. There are those who maintain, not without cogent reasoning, 
that the school is the agent of society solely for the perpetuation 
of itself. It receives its support and right to exist from this selfsame 
society, and this is frequently interpreted to mean the perpetuation 
of the institutional mores of a political group or the social conven- 
tions, customs, and modes of social thought of a given community. 
We, therefore, find frequent expression of this conception of the 
function of the school in American life. 

I his confusion arises in part from a failure to distinguish sharply 
between the functions of the school as the educational agency of 
an authoritarian versus a democratic society. In older European 
autocratic countries the ideal was to perpetuate from generation to 
generation, with as little change as possible, the pattern of life set 
by authoritarian governments. In a democracy, on the other hand, 
the rules by which people live are determined by the direction and 
the consent of all its members. The genius of a democracy is its 
constant alertness to ways in which the patterns of living may be 
changed to continually improve and enrich the life of all. Another 
grave source of difficulty is the failure of many to recognize that in 
a world of increasing tempo of change, a democracy must depend 
upon the school to so educate the oncoming generations of its 
youth that they will be aware of the significance of the changes 
taking place in our culture, and will acquire the essential compe- 
tencies to change, reconstruct, where needed, the patterns of life 
for the common good. It is because we have not seen clearly the 
uniqueness of the reconstruction principle of education in a democ- 
racy that we suffer such unnecessary disparity between our “cul- 
tural lag” and those highly desirable modifications of our modes 
of living which democracy in theory should enable its members 
to attain. 

That much freedom and liberality in the interpretation and ap- 
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plication of die “reconstruction” principle “to the end that the most 
enduring satisfactions may accrue to the individual and society” 
is essential to the welfare of society would seem to need no argu- 
ment It is only by the development of an appreciative but critical 
attitude toward present modes of thought and behavior that new 
ideas are possible and improved ways of doing things are made 
available. The school cannot fulfill its true function if it is not free 
to evaluate every phase of human knowledge, point out weaknesses 
and fallacies even in our most cherished modes of thought and be- 
havior, and either offer suggestions for improvements or, better 
still, see that the ongoing generation has the equipment necessary 
to effect desirable changes. The readiness to reconstruct environ- 
ment in the direction of desired ends, even the wholesome spirit 
of adventure, should characterize the school’s approach to its edu- 
cational responsibilities. 

Third, an important function of the school is concerned with the 
development of the affective nature of man. This responsibility of 
the school has been sadly neglected. Indeed, even now the few 
voices raised in behalf of this educational need are like voices cry- 
ing in the wilderness. We have been prone to assume our educa- 
tional obligations discharged when an intellectual awareness con- 
cerning the problems of adjustment has been established, and the 
techniques by which their solution could be achieved were properly 
inculcated in the learner. Educational leaders have been greatly 
disturbed to find these cherished assumptions incorrect in expe- 
riesnee. Knowledge of correct forms of social behavior has not, 
per se, insured the exercise of these desirable behavior patterns; in 
fact, plenty of evidence is available to show the direct contrary. 
The debilitating effect of high-heeled shoes upon the health of 
women has long been accepted and taught in school hygiene, but 
why do those with this knowledge still persist in the injurious prac- 
tice? With our school physiologies devoting, on the average, a chap- 
ter to the harmful effects of narcotics, with particular reference to 
tobacco, why is it that most adolescent boys, to say nothing of the 
girls, will undergo considerable physical discomfort tt> acquire the 
ability to smoke cigarettes with a nonchalance that wquld do credit 
to a veteran 9 Our schools have persistently taught £he duties of 
citizenship. It would be difficult to maintain that our adult citizens 
do not understand die technique of voting, nor that they do not 
hpve full knowledge of the significance of die ballot as die bulwark 
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of a democratic society, yet it is a disturbing fact that seldom do 
as many as fifty per cent of the eligible voters exercise their fran- 
chise even in national elections. In off presidential years it is not 
uncommon to find that as few as thirty per cent of the eligible 
voters register their convictions at the polls. 

While a resident in Chicago, as a graduate student, the writer 
often frequented a famous club, a semi-underworld organization, 
where gathered some of the most colorful characters of Chicago’s 
underworld to participate in forum discussions of political and 
social problems of the moment. In no unselected group anywhere 
would one be likely to find as high a percentage of college trained 
men and women. The writer has seldom heard from any platform 
as chaste English or as fluent oratory as graced these forum dis- 
cussions, yet by our accepted standards these people had not 
squared their behavior with the conduct patterns taught them in 
the schools. Obviously more important controls operated in their 
lives than the knowledge and skills taught them. 

Tc ftp late psychologist, G. Stanley Hall, is attributed the words: 
“Our intellect is a mere speck afloat on a sea of feeling.” Apropos 
of this quotation Briggs further comments: 7 

There is no depreciation of it, not the slightest, in a recognition of 
the incontrovertible fact that, along with the speck of intellect, often 
dissolving or profoundly modifying it, is an ocean of feeling. This 
must be a concern, too, of any comprehensive curriculum. We feel 
more, both qualitatively and quantitatively, than we think. "One 
emotion will cover a multitude of ideas.” . . . But reaction, intellectual 
or physical, is seldom determined directly by thinking or action that 
is original. As a result of inheritance and experience, sometimes singly 
but usually multiple, every one develops a large number of more or 
less generalized attitudes, which condition and, to a large extent, 
determine all future responses. . . . Having been made ill by oysters, 
one tends to acquire toward oysters, Scotch Highlanders, or steel-link 
puzzles, attitudes that will persist until modified by rationalization or, 
what is more likely, by another actual experience with different results. 

Briggs has put his finger upon a tender spot in our educational 
thought and progress. We have failed to take into account in any 
adequate way the training of man’s affective life. It is not enough 
to insure correct knowledge. That knowledge must hive a definite 

7 Briggs, Thomas H. Curriculum Problems , pp. 51-54. New York: The 
Macmillan Company, 1926. 
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feeling-set. Positive and full-charged attitudes must accompany 
intellectual awareness if education is to be effective. It may be that 
in certain situations education should become primarily concerned 
with the affective state. At least the school will recognize the 
proper development of the affective life as a natural part of die 
total education of the learner. 

Objectives of education in a democracy • 

At this point we are prepared to consider briefly the question, 
"What are the objectives of education for a democracy?" The at- 
tempt to formulate a statement of objectives for the American 
public schools has received much attention, particularly during the 
past three-quarters of a century. Educators are becoming increas- 
ingly aware that only as the unique purposes of goals of education 
for a democracy are clearly perceived by all engaged in education, 
can boys and girls be insured those competencies necessary for 
their effective participation in a democratic society. Possibly the 
best statement of objectives of education formulated by a repre- 
sentative and highly influential body of educators is that prepared 
bv the Educational Policies Commission of the National Education 
Association. It is widely used, and will probably continue for a 
long time to influence the direction of educational thinking. The 
objectives are given below. 8 


The Objectives of Self-Realization 

The Inquiring Mind . The educated person has an appetite for learning. 
Speech . The educated person can speak the mother tongue clearly. 
Reading. The educated person reads the mother tongue efficiently. 
Writing . The educated person writes the mother tongue effectively. 
Number . The educated person solves problems of counting and cal- 
culating. 

Sight and Hearing. The educated person is skilled in listening and 
observing. 

Health and Knowledge . The educated person understands the basic facts 
concerning health and disease. 

Health Habits . The educated person protects his own health and that 
of his dependents. ? 

8 Educational Policies Commission, The Purposes of Education In American 
Democracy, pp. 50, 72, 90, 108. Washington: National Education Association, 
1938. For a more complete discussion of objectives see Bostfng, Nelson L. t 
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Public Health . The educated person works to improve the health o{ the 
community. 

Recreation . The educated person is participant and spectator in many 
sports and other pastimes. 

Intellectual Interests . The educated person has mental resources for the 
use of leisure. 

Esthetic Interests. The educated person appreciates beauty. 

Character. The educated person gives responsible direction to his own 
life. 


The Objectives of Human Relationships 

Respect for Humanity . The educated person puts human relationships 
first. 

Friendships . The educated person enjoys the rich, sincere, and varied 
social life. 

Cooperation. The educated person can work and ^rlay with others. 

Courtesy. The educated person observes the amenities of social behavior. 

Appreciation of the Home . The educated person appreciates the family 
as a ' ^°*al institution. 

Conservation of the Home. The educated person conserves family ideals. 

Homemaking. The educated person is skilled in homemaking. 

Democracy in the Home. The educated person maintains democratic 
family relations. 

Tiie Objectives of Economic Efficiency 

Work . The educated producer knows the satisfaction of good workman- 
ship. 

Occupational Information. The educated produce* understands the 
requirement and opportunities for various jobs. 

Occupational Choice. The educated person has selecteu his occupation. 

Occupational Efficiency. The educated producer succeeds in his chosen 
vocation. 

Occupational Adjustment The educated producer maintains and im- 
proves his own efficiency. 

Occupational Appreciation. The educated producer appreciates the 
social value of his work. 

Personal Economics. The educated consumer plans the economics of 
his own life. 

Consumer Judgment. The educated consumer develops standards for 
guiding his expenditures. 

Principles of Secondary Education, pp. 289-299, SOS-325. New York: Prentice- 

Hall, Inc., 1949. 
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Efficiency in Buying. The educated consumer is an informed and skillful 
buyer. 

Consumer Protection . The educated consumer takes appropriate meas- 
ures to safeguard his interests. 

The Objectives of Civic Responsibility 

Social Justice . The educated citizen is sensitive to the disparities of 
human circumstance. • 

Social Activity . The educated citizen acts to correct unsatisfactory condi- 
tions. 

Social Understanding. The educated citizen seeks to understand social 
structures and social processes. 

Critical Judgment. The educated citizen has defenses against propa- 
ganda. 

Tolerance. The educated citizen respects honest differences of opinion. 
Conservation. The educated citizen has a regard for the nation’s 
resources. 

Social Application of Science. The educated citizen measures scientific 
advance by its contribution to the general welfare. 

World Citizenship . The educated citizen is a cooperating member of 
the world community. 

Law Observance. The educated citizen respects the law. 

Economic Literacy. The educated citizen is economically literate. 
Political Citizenship. The educated citizen acts upon an unswerving 
loyalty to democratic ideals. 

4. What Is the Task of Secondary Education in a Democracy? 
Relation of elementary to secondary school 

To gain a satisfactory picture of the function of the secondary 
school, it is necessary to see in perspective the main outlines of the 
elementary school. 

The elementary school child comes to this stage of his educational 
career direct from the home. He enters the portals of the school 
with but one important acquired tool with which to begin his 
educational career. Every normal child from an American home 
brings with him a working knowledge of the spoken language used 
as a medium of exchange of ideas within the school. Tne degree of 
proficiency with which the child uses the language is dependent 
upon the quality of speech habits of the home. The acquisition of 
other forms of language expression, as well as the perfection of the 
one he uses, is one of his immediate tasks. A second characteristic 
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of the newly entered child is his lack of social adjustment. He 
comes to the school frequently with nonsocial or unsocial at* 
tributes. If he is an only child, the probabilities are that he has 
not been exposed thoroughly to the socializing influences of child* 
hood companions. If, in addition, he is unfortunate enough to have 
over-indulgent parents, his social experience will have developed in 
him pronounced unsocial behavior-patterns, as well as undesirable 
attitudes. In any event the social experience of the elementary 
school child is very limited. Again the child in all probability has 
never been regimented seriously. His indulged individualism 
brings to the school an undisciplined will and a consequent lack of 
purposeful coordination. 

Tasks of the elementary school 

The school, therefore, has four main tasks during this elementary 
period. First 9 the child must become moderately proficient in the 
use of language tools. In addition to the development and refine- 
ment of the spoken language he is made acquainted with at least 
four additional language facilities; namely, reading, writing, listen- 
ing, and the language of number symbols. These will occupy much 
of the curricular activities of the first six years of the school expe- 
rience of the child. 

The second main task of the elementary school is that of social- 
ization at the rudimentary levels. The integrating function of the 
elementary school centers about the fusing of dissimilar elements 
into a common unity. By the time the child is ready to leave the 
elementary school he should have learned how to liv^ cooperatively 
with others, to show a reasonably intelligent respect for the rights 
of others, and to exhibit in his general behavior the elementary 
qualities of a responsible citizen of his group. 

The third task of the school is to insure that the child has come 
to understand something of the larger world about him. The child 
of our contemporary society cannot be oblivious to his outside 
world. The radio and television, to say nothing of the movie and 
the newspaper, bring him into contact with many different aspects 
of his culture, some strange and contradictory to the approved pat- 
tern of life to which he is accustomed. As this is written the radio, 
television and newspapers are featuring the testimony of hood- 
lums and gangsters as a Senate Investigating Committee uncovers 
the seamy side of a segment of American life. 
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The fourth task of the elementary school is to help the child as 
he nears the end of this period of education to become oriented 
toward the next major division of the school system, the school of 
adolescence. The maturing child should now begin to discover his 
emerging interests and attitudes, and see the secondary school as a 
larger opportunity for his exploration and expression. 


The secondary school pupil 


With the completion of the elementary school the child has 
achieved a certain degree of integration vith the group. He identi- 
fies himself with the group, has takeu on some of the general 
characteristics of his playmates, and, on the main issues of life that 
confront children of this age, assumes a similar point of view and 
now possesses a certain amount of common knowledge with those 
of this age-level. The worst of his rugged individualism and un- 
social or anti-social behavior has been worn down so that, within 


latitude, he is now a rudimentary social being after the accepted 
pattern of his elders. 

Again, he has acquired a basic knowledge of the tool subjects: 
his mother tongue — speaking, writing, leading, listening and the 
language of numbers. These important acquisitions transput the 
individual into a vastly enlarged world. Now there are in his keep- 
ing the keys that unlock the secret recesses of human thought 
without respect to time, place, or the quality of the ideas revealed. 

The tabloid newspapers, magazines ranging from the intellectu- 
ally stimulating to those that are mere drivel and worse; books 
that present a world panorama of different peoples, of contempo- 
rary and ancient times, their culture and customs, as well as those 
books that warp personality and foul the wellsprings of human 
thought at its sources — all these are at once both the priceless 
and the hazardous possession of the boy or girl who has success- 
fully completed the work of the elementary grades and now stands 
at the threshold of the secondary school. 

More than that, the advent of youth to the secondary school 
means exposure to an enlarged social horizon. Intimate contacts 


at times with groups that djffas^Aa rplv in the standards of personal 
conduct and modes ^ Aou^t accepted. In spite of the 

tendency of our industrial life to destroy 

community consdo^h^s and br&ri^Awn unity within social 
groups, a large degree of homogeneifis ntill persists within com- 
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cnunal districts. Within any urban center may be found rather 
well-defined strata of social life. The wealthy proprietary group 
segregates itself in one part of the residential district, the profes- 
sional and clerical folk find common ground in another, and the 
industrial workers and laborers form a community with lines of 
social cleavage more sharply defined than in the two groups pre- 
viously mentioned. Racial groups show even more definite tend- 
encies in this direction when they exist in considerable numbers in 
a given community. The elementary school usually serves one of 
these groups predominantly or almost exclusively; so definitely are 
these segregations evident at times that unfortunately they are 
reflected in the type of school facilities provided. Rarely does the 
secondary school follow such narrow divisional lines. Larger in 
unit of student population cared for, the high school cuts across 
artificial barriers and brings these groups of divergent social stand- 
ards and outlook together. So widely do these groups differ in 
social point of view at times that a major problem in thought 
adjustment is faced by those thus sharply made aware of the differ- 
ences that exist in standards of thought and conduct among the 
representatives of these various groups. 

Last»but not least among the forces which converge upon the 
pupil at this stage is that most profound of all — the physiological 
change that comes with adolescence. Adolescence has been defined 
as “that period in the life of the boy or girl which extends from 
die beginning of puberty through the maturation of the reproductive 
function This definition calls attention to but one phase of the 
adolescent period, albeit the most fundamental one 

As a supplement to the definition given above is the statement 
of a recent writer: 9 “Adolescence or youth . . . extends from 
puberty to the attainment of full height and weight and the cessa- 
tion of growth. It is the period in which the person moves out 
from the home circle, and becomes physically and mentally inde- 
pendent.** This definition assumes that during adolescence, physio- 
logical and mental development, in addition to the growth of the 
sex function, reach approximate maturity. Physiological and mental 
growth do not necessarily exactly parallel pubertal growth. Indeed, 
in most cases maturation extends into post-pubertal years so that 
adolescence encompasses the period from the. beginning of puberty 

•Anderson, John E. The Psychology of Development and Personal Adjust- 
ment, p. 64. New York: Henry Holt and Company, Inc., 1049. 
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to the emergence of the individual into the possession of the mature 
physical, mental and social powers that stamp him an adult 
It is usually assumed that this period extends approximately 
from ages twelve to twenty. For practical purposes of obtaining a 
picture of the general nature of the adolescent period these age 
limits may be accepted, though in some instances full adolescent 
development may not be reached before twenty-five. It is well for 
the high school teacher to be aware, however, when confronted 
with specific school situations, that theSe ’years are approximations 
only, and that while they enable him to draw useful deductions for 
teaching purposes, the variations in the time of the beginning and 
maturation of die reproductive function and in the time of general 
growth make the application of teaching principles at this period 
extremely difficult. If in a class of juniors in the senior high school 
there are boys and girls who entered the pubertal stage of adoles- 
cence at the age of twelve, and if there are others in the same 
group who, at the age of sixteen, have just arrived at the pubertal 
stage, the problems of the teacher are greatly intensified. A vast 
gulf separates the educational needs of these extreme groups. 

Task of the secondary school 

Against a background of the over-all task of education, die par- 
ticular responsibility of the elementary school, and some indication 
of the nature of the pupil seeking admission to the secondary 
school, it is important to see the specific place of secondary educa- 
tion in the total educational picture. One of the most graphic 
statements of the nature and function of secondary education the 
author has found is that given by the Committee on the Orienta- 
tion of Secondary Education of the Department of Secondary 
School Principals. They defined secondary education thus: 

“Secondary education" denotes the education provided by schools 
for the purpose of guiding and promoting the development of normal 
individuals for whom on the one hand the elementary school no longer 
constitutes a satisfactory environment, and who on the other hand 
are either not yet prepared to participate effectively* in society un- 
guided by die school, or are not ready # or the specialised work of the 
professional schools or the upper division of the libera arts college . 10 

11 Committee on the Orientation of Secondary Education, tuues of Second- 
ery Education. Page 22, Bulletin No. 99. Department of Secondary School 
P rincip a l *. Chicago: National Education Association, January, 1939. 
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This definition is a much more significant pronouncement than 
at first glance it may appear to be. First , the period comprising 
secondary education is stated entirely in terms of function. The 
secondary school has a clearly defined task in relation to the as- 
signed responsibility of the elementary school which precedes it. 
The secondary school assumes responsibility for the education of 
die learner when he reaches that stage in his development that the 
“elementary school no longer constitutes a satisfactory environ- 
ment.” At the upper limits the secondary school has discharged its 
responsibility for the learner when certain competencies have been 
acquired. 

Second, there are no mechanically imposed lines of demarcation 
that separate the elementary from the secondary school. No age- 
or grade-level standards are imposed. The passing of certain crit- 
ical scores on one or more standardized tests does not indicate 
the child is ready for the school above. The time has come for a 
change tor each child when he reaches that stage of biological, 
social, and intellectual maturity where he finds he is no longer 
interested in the things that are of primary concern to childhood. 
For a given individual this time may arrive while he is in the typical 
fifth grade, and for another not befoie he has reached the tradi- 
tional eighth- or ninth-grade age-level. 11 

Third , no arbitrarily rigid standards determine when the work 
of the secondary school has been completed. The completion of 
a prescribed number of years or the acquisition of a given number 
of school credits, now the usual practice, will not In accepted as a 
basis of graduation from the secondary school. 1 .vo criteria are 
set for the determination of when a person has reached the place 
where he should no longer continue in the secondary school. Either 
(1 ) he has achieved such competencies that he is “prepared to par- 
ticipate effectively in society unguided by the school,” or (2) is 
competent to carry on “the specialized work of the professional 
schools or the upper division of the liberal arts colleges.” These 
criteria would clearly indicate that when youth has developed 
those competencies recognized as essential for successful adult life 
he no longer belongs in the secondarv school. 

11 For data on the variation in individuals of the onset of puberty see Cole, 
Luetta, Psychology of Adolescence , Third Edition, chapter IV New York: 
Rinehart and Company, 1948; also “Growth and Development,” Review of 
Educational Research, vol. XX, no. 5, pp. 393-402 (December, 1950). 
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Fourth, the task of the secondary school is definitely implied in 
this definition. The secondary school has the specific responsibility 
of "guiding and promoting the development of normal individuals’* 
between the elementary school period and the time when he has 
achieved competencies essential to the assumption of the responsi- 
bilities of adulthood. The period in the life of the individual thus 
spanned by the secondary school somewhat roughly corresponds 
to the period of the emergence and maturing of the sex function 
— the time of adolescence. The biological characteristic of the 
learner in the elementary school is that oi a child. The elementary 
school is therefore the school of childhood. When puberty begins, 
die school of childhood no longer provides a satisfactory environ- 
ment for the emerging adolescent. The early phase of secondary 
education must be concerned with the continued development of 
the competencies partially acquired in the elementary school, and 
the orientation of the individual into a world constantly unfolding 
with new meanings and new problems of adjustment. As the ado- 
lescent matures he must begin to think of himself in a larger role 
as a developing citizen with the necessity of achieving those needed 
competencies essential for adult life, such as assumption of larger 
family and home responsibilities, full civic community participa- 
tion, the selection of a vocation and the development of some 
degree of salable skills therein. 

It should be evident to the careful student that the conception 
of the purposes of secondary education outlined above involves the 
constant effective adjustment of the individual to his environment 
through consistent changes in his behavioral patterns as he pro- 
gresses through the elementary and secondary schools. When he is 
judged ready to accept the mantle of full adulthood he has, through 
die wealth of experiences provided by the secondary schools, be- 
come fully oriented intellectually and emotionally toward his role 
in society, and, in maximal degree consistent with bis maturity, has 
accepted and developed those personal, social, and vocational skills 
in his daily living that give assurance of their continuance and fur- 
ther development in his enlarged role as an adult^ 

Objectives of the secondary school 

In addition to the list of general objectives applicable to both 
elementary and secondary education presented by the Educational 
Policies Commission of the National Education Association, pre- 
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viously mentioned, 111 those concerned with secondary school teach* 
ing should be familiar with at least one additional list of objectives, 
formulated specifically for secondary education by the National 
Association of Secondary School Principals. These objectives are 
stated in terms of the basic needs of youth which it is the duty of 
the secondary school to help them attain. They are listed below: 

The Imperative Needs «of Youth of Secondary-School Ace 18 
Imperative Need Number 1 — All youth needs to develop salable skills 
and those understandings and attitudes that make the worker an intel- 
ligent and productive participant in economic life. To this end, most 
youth need superv ised work experience as well as education in the 
skills and knowledge of their occupations. 

Imperative Need Number 2 — All youth need to develop and maintain 
good health and physical fitness. 

Imperative Need Number 3 — All youth need to understand the rights 
and duties of a citizen of a democratic society, and to be diligent and 
in the performance of their obligations as members of the 
community and citizens of the state and nation and of the world. 
Imperative Need Number 4 — All youth need to understand the signifi- 
cance of the family for the individual and society and the conditions 
conducive to successful family life. 

Imperative Need Number 5 — All youth need to know how to purchase 
and use goods and services intelligently, understanding both the 
values received by the consumer and the economic consequences of 
their acts. 

Imperative Need Number 6 — All youth need to understand the methods 
of science, the influence of science on human nfo, and the main 
scientific facts concerning the natuie of the world «ud of man. 
Imperative Need Number 7 — All youth need opportunities to develop 
their capacities to appreciate beauty in literature, art, music and 
nature. 

Imperative Need Number 8 — All youth need to be able to use their 
leisure time well and to budget it wisely, balancing activities that yield 
satisfactions to the individual with those that are socially useful. 
Imperative Need Number 9 — All youth need to develop respect for 

12 See pp. 16-18. Attention is again called to Principles of Secondary Ed - 
ucation written by the author, chapters X and XI; also to Alexander, W, M., 
and Saylor, J. G., Secondary Education, cbipter IV. New York. Rinehart and 
Company, Inc., 1950. 

18 The Imperative Needs of Youth of Secondary School Age, Bulletin No. 
145, The National Association of Secondary-School Principals, Washington, 
D.C. (March 1947). The entire bulletin is devoted to an analysis of the ten 
imperative needs listed. 
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other persons, to grow in their insight into ethical values and prin- 
ciples, and to be able to live and work cooperatively with others. 
Imperative Need Number 10 — All youth need to grow in their ability 
to think rationally, to express their thoughts clearly and to read and 
listen with understanding. 


QUESTIONS AND PROBLEMS 

1. Trace the development of the secondary school in America, and 
explain why the major institutional changes have marked its evolu- 
tion. 

2. (a) In what respects is the high school of today different from the 
high school of 1850? 

( b ) Explain the lack of uniformity in purpose and curriculum among 
many high schools of today. 

3. Discuss the effect upon the character of our present secondary 
institution of the rapid growth of our high school population since 
1900. 

4. Explain the lack of uniformity in our secondary school organization. 

5. How do you distinguish between the functions of the elementary 
and secondary schools? 

6. Critically evaluate the following as a definition of education: “What- 
ever else we may say about it, then, education is a process of growth, 
it means liberation of capacity.” 

7. Explain why adolescence is considered such an important phase of 
the individual's life. 

8. How does the school share with other agencies the responsibilities 
of the youths education? 

9. What do you understand by the term “adjustment function” of the 
secondary school? Criticize the phiase. 

10. Criticize the functions of secondary education as discussed by the 
author. What changes would you propose? 

11. Criticize the following definition of adolescence: 4< That period in 
die life of the boy or girl which extends from the beginning of 
puberty through the maturation of the reproductive function.” 

12. Critically evaluate the conception of the function of the secondary 
school as “preparation for adult life.” 
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How Shall the Curriculum 
Be Organized? 


Until very recently a consideration of the curriculum, such as is 
the concern of this chapter, would not have appeared in a conven- 
tional textbook on the methods of teaching. Curriculum and 
methods were distinctly separate. The curriculum was regarded as 
the special province of the administration whereas methods became 
the obvious domain of the teacher. 

Our modern psychological approach to learning envisaged in the 
Gestalt-Organismic-Field theories of learning, closely intertwine 
the larger aspects of the curriculum with rr*cthods in the total 
process of learning. In this chapter enough attention will be given 
to the general curriculum to enable the teacher to understand and 
utilize its interrelationship with methods mor^ effectively in guid- 
ing the learning activities of youth. 


1. Why a Problem? 

Too many teachers have assumed that basically the curriculum 
was set in its format and content. To be sure some minor varia- 
tions were to be found, and there existed some controversy over 
certain phases of the curriculum, but these all too often have been 
considered of relatively minor importance. On the other hand 
there has been a growing awareness and confused concern that all 
was not well with the curriculum. 
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Curriculum in confusion 

Possibly at no time in our educational history have we been in 
greater disagreement about the curriculum. In spite of the cen- 
turies devoted to the determination of the content and organization 
of die curriculum it will not remain static. Especially has the cur- 
riculum become greatly unsettled since 4 he turn of the century. 
As a science of education in America began to develop, the cur- 
riculum became one of the first and has remained one of the major 
areas of critical educational concern. No part of it has been ex- 
empt from critical educational study. At first the adequacy of the 
informational content of the curriculum for education was the 
dominant point of attack. Later, even the relevancy of the con- 
ception of informational content as the major concern in cur- 
riculum organization for education came into question. 

Curriculum gaps 

It is a long cry from the early fifth century when the Trivium and 
Quadrivium of the Seven Liberal Arts — consisting of rhetoric, 
grammar, dialectic (logic), arithmetic, geometry, astronomy, and 
music — could be accepted as the basis and largely the circumfer- 
ence of existing knowledge. Even a little over three hundred years 
ago the great educator Comenius thought it was feasible to com- 
press all essential existent knowledge between the covers of one 
book. 

That day has passed. By the middle of the last century the ques- 
tion of what to teach in the schools was becoming a problem. 
Within the past fifty years it has assumed the proportions of a 
major insoluble problem for those, particularly, who cling to the 
outmoded theory of learning as the acquisition of encyclopaedic 
information. A recent radio commentator made the statement that 
within the past ten years alone more new knowledge was discovered 
than it would be possible for one person to assimilate within a life- 
time. A recent study revealed that more courses wqre offered in 
one of America’s major universities than it would bd possible for 
a person to cover in 400 years at the regular ratd of progress 
through the courses now customarily accepted as a reasonable 
student course load. 

Even back in the twenties the problem of serious “gaps” in the 
curriculum assumed the proportions of an educational crisis. How 
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to insure that a properly balanced selection from the rapidly mount- 
ing and accumulating mass of information could be made available 
to pupils within their capability of masteiy and at the same time 
avoid glaring informational gaps in the education of the child, be- 
came die absorbing problem of curricul um makers. 

Controversies raged as to whether one needed to know all the 
combinations of the four fundamentals in arithmetic, or whether 
100 or 200 combinations in each would be sufficient for competency 
in these fundamental operations. The same debate was under way 
in the field of spelling. Obviously one could not learn to spell all 
the words of his use vocabulary. How could serious gaps in one’s 
spelling competency be avoided? These were the days of the “One 
Thousand Most Commonly Used Words,” the “One Hundred Word 
Demons” and the "five” and “ten” thousand moat commonly used 
word lists. It was the period of intense research as to what geo- 
graphical or historical facts it was thought all should know of the 
myriad such facts extant. It was the period of frantic effort, still 
continuing in abated tension, to discover so-called “minimum 
essentials” in the traditional fields of knowledge. 1 

A more serious issue, hotly debated at the secondary school 
level, centered around what areas of Imowledge, and what courses 
therein, should be made a requirement for all students. It was be- 
coming incieasingly clear that the world of informational knowl- 
edge had become too voluminous and too diversified for it to be 
practical for the school to attempt to teach it all, or even to include 
all the important definitive areas into which knowledge was emerg- 
ing. For example, high school students are generally required to 
elect one or two courses in science. If only one is taken, and that 
let us say is biology, it means that for that student, except for his 
out-of-school contacts, the entire world of physics, chemistry, 
geology and astronomy, remains largely closed. 

Uniformity in courses lacking 

For many critics of modern curriculum development, it is a 
somewhat startling discovery to learn that their vociferous con- 
demnation of possible gaps in the newer curriculum forms are much 
more pertinent with respect to the t ler curriculum. It is almost 

1 For a vivid picture of the stress placed upon research of this nature see the 
second to sixth Yearbooks inclusive, of the Department of Superintendents, 
National Education Association. Washington, D.C., 1924-1928. 
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impassible to find two textbooks or two courses of study in my 
given subject where the content is identical In many situations 
a student might with profit repeat a course with the same title, but 
following in the second course the outline of content of a widely 
divergent textbook or course of study. 

This probability has come to be so generally recognized by alert 
teachers and administrators that schools desirous of overcoming 
the large gaps present in the use of a single textbook or rigid course 
of study, and without adequate library facilities, have resorted to 
a novel device of textbook usage. Instead of providing identical 
textbooks for every member of a class, several titles of textbooks 
appropriate for the course are selected, and five or six copies of 
etoh title are purchased. Thus, for a class of thirty pupils, dupli- 
cates for five or six titles, representative of the varied viewpoints 
and emphasis of that many different authors, would be available. 
This would assure to the student a wealth of factual material, and 
the inclusion of a wide range of topics calculated to reduce die 
existing gaps in courses, and to some extent between courses. 


2. What is Basis of Modern Curriculum? 

There is a growing conviction among curriculum workers that 
die organizational problems of the curriculum cannot be satisfac- 
torily met by an attempt to close the gaps in the traditional infor- 
mational (subject matter) type of curriculum. Within a world of 
continuously accelerated tempo and consequent mounting accumu- 
lation of informational data, it becomes increasingly difficult, if 
not impossible, to avoid large and serious gaps in one’s knowledge 
of his world. With each passing year the gaps become greater, 
one’s knowledge of his world necessarily more fragmentary in its 
nature, and the problems of the curriculum become more acute. 

Functional curriculum 

Recent changes in educational theory have contributed to a more 
functional approach to curriculum problems. The plder concep- 
tion of education placed primary emphasis upon memory processes 
and tbe acquisition of knowledge. The basic assumption underly- 
ing this theory of learning and education was that the acquired 
knowledge, or information, would, per se, transmit itself into appro- 
priate action patterns when the need for such arose. 
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The concept of education now commonly held in theory, if not 
yet translated into general practice, is that learning is the process 
of changing behavior patterns through appropriate experience situ- 
ation s. Education is concerned that these changes in behavior pat- 
terns be such as to insure that the learner will acquire those gen- 
eral types of behavior competencies necessary for effectively living 
in his contemporary environment and which will give promise of 
increased effectiveness as the demand upon him becomes greater 
in the larger activities of the adult citizen. 

The focus of attention is thus shifted from the selection and 
organization of inert bodies of informational materials to the devel- 
opment of a dynamic curriculum of experience-situations that is 
always concerned with the extent to which the experience-situations 
set up for learning actually result in changed and appropriately 
functioning behavior. Its continued functionality must constantly 
be evaluated in terms of the degree to which the learner evinces 
progre* i v e effectiveness in wholesome adjustments to the total of 
his living environment. 

Flexible curriculum 

Such a functionally conceived curriculum must be highly flexible 
in content and organization. The behavior patterns of boys and 
girls in rural and urban communities are somewhat different. The 
kind of behavior competencies necessary in a rural farm community 
where the planting and harvesting of crops, the care of livestock, 
familiarity with and ability to use different kinds of farm machinery, 
and a dozen and one other types of competencies necessary for 
successful adjustments peculiar to the farm, are not necessarily 
appropriate to the behavior competencies most needed by urban 
youth. The latter may live in large crowded apartment dwellings, 
in densely populated surroundings, where the pressing behavior 
adjustment problems for these youths involve the development of 
skills in living happily and successfully together under constant 
restrictions upon individual freedom of action, skills in creatively 
utilizing leisure time wholesomely, as well as the development of 
other behavior patterns appropriate to radically different environ- 
ments from that of their rural cousin. Variations in climatic con- 
ditions, cultural differences, and differences in occupational activ- 
. ities require flexibility in the curriculum to meet markedly different 
[ community environments. 
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Our knowledge of die complexity of and the range of Individual 
differences, within each individual, between individuals, and In 
die living environment of each, suggests that die functional cur- 
riculum must have great flexibility. This means some adjustment 
of die curriculum to meet the needs of each individual within a 
class group, for different classes, even for each school within a com- 
munity, and among communities. 

Furthermore, the rapidity of change in the manner of life of all 
suggests that the curriculum must be subject to constant change. 
A world in a continual and accelerated state of flux must have a 
very fluid curriculum to meet the needs of boys and girls who must 
learn to adjust and readjust to keep pace with a world that so 
rapidly outmodes present conditions. 

Basic curriculum pattern 

Some extremists impressed with the necessity of flexibility in the 
curriculum to keep it functional have too hastily concluded that 
any organized curriculum pattern was out of order. Since it could 
not be set and fixed it must remain a creature of the moment. 

At least two considerations suggest that in the midst of need for 
curriculum diversity there remains the basis for broad curriculum 
patterns. The studies made of children do suggest that in the 
presence of tremendous differences in their growth and develop- 
ment there are some indices of similarities in die way growth takes 
place and roughly in the time sequence of these developments. 
They might be called stages except that there appear to be no 
pauses in die growth process. For example, there are periods of 
infancy, early and later childhood, early and later adolescence in 
the somewhat broadly characteristic similarities for these desig- 
nated periods in the lives of children and adolescents with rough 
time sequences or age groupings for each of the so-called stages of 
development. These* are definitely related to the physiological, 
mental, emotional and social growth and maturation of the indi- 
vidual. Comparison of individual with individual will show wfde 
differences in development at the same age-level, but compared, in 

* For more extended discussions of this problem see Blair, A. W. |nd 
Burton, W. H. Growth and Development of the Preadolescent. New York: 
Appleton-Century-Crofts, Inc., 1951; Jenkins, C. G., Schacter, H. and Bayer, 
W. W. These Are Your Children. Chicago: Scott, Foresman and Company, 
1949; Dunn, Fannie W. The Child In the Rural Environment. Washington 
D.C., Department of Rural Education, N.E.A., 1951.; and any standard {axt 
jm child or adolescent psychology. 
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large groups there Is a rough norm of development or maturation in 
die large group divisions enumerated above. It is possible to 
assume very broadly the growth level of a large number of children 
at these various age groupings, if it is remembered that these are 
but segments in a continuum of development, somewhat arti- 
ficially designated for the convenience of educational workers who 
must deal with children at all ages. 

A second basis for the assumption of a broad over-all curriculum 
pattern to guide the school is the fact that at all levels of develop- 
ment of the learner there are basic needs common to all within our 
democratic culture irrespective of community or individual differ- 
ences. Whether one lives on the Atlantic or Pacific coast, in a large 
city or farm in the Middle West, he must have developed those 
communication skills of reading, writing, spelling, and listening 
essential to carrying on social intercourse with others within our 
culture. In spite of some variations, the basic mores and conventions 
governing the institutions of the home, church, school, the other 
social agencies of society, and the general patterns of acceptable 
social conduct are much the same in America. To be a successful 
consumer or producer he must have developed competencies in 
quantitative thinking and skills in the manipulation of at least the 
rudiments of the monetary system which is a part of our society. 
Likewise to get along he must understand and be able to efficiently 
utilize many skills necessary for adjustment to our system of gov- 
ernment and structure of living, such as competency to live and 
work cooperatively with others, the development of salable skills, 
and the acceptance and discharge of the many responsibilities of 
citizenship necessary within our democracy. 

Inasmuch as the nature and progress of growth and development 
is broadly the same for all individuals, their basic needs much alike, 
and the structure of our culture fundamentally the same to which 
all must learn to adjust, there appear large common factors in the 
education of youth that will suggest the possibility of the organiza 
tion of the curriculum at least in general over-ail patterns. 

3. How Has Curriculum Changed? 

Modification of subject curriculum 

Ever since educators became seriously aware of the disparity 
between the rapidly accumulating body of knowledge and the 
: avowed purpose of the school to make this available to the learner. 
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some effort has been made to correct this discrepancy between 
intent and practice. At first there was a reluctant admission to die 
curriculum of areas of knowledge that had developed since the 
early formulation of die content and structure of die curriculum. 
This was the period sometimes characterized as "curriculum-making 
by additions.” Subjects were added to the existing curriculum 
which, as far as passible, was left undisturbed. This urge to modify 
the curriculum a by the addition of new areas of knowledge reached 
a point where in 1921-22, in Chicago, there existed twenty-nine 
distinct curriculums from which the student entering high school 
theoretically might choose; fourteen of these were four-year cur- 
riculums and fifteen were two-year curriculums. Fortunately, not 
all of these were offered in each high school of the city, which 
restricted the problem of student selection. This made obvious the 
serious existence of gaps in knowledge. It was the logical and 
absurd outgrowth of the older theory of education. 

Recent efforts at modification of the subject curriculum have 
involved the attempt to determine what important selections of 
subject matter from major areas of knowledge might be represent- 
ative of the whole, and provide something of an “aura” or "halo” 
effect of understanding of the larger area. Many who have been 
influenced in part by current theories of learning have tried to 
maintain the subject basis of die curriculum while at the same time 
applying some modem principles of learning to curriculum organ- 
ization. Correlation of- various subject fields, even some effort at 
fusing tWQ or more subjects have become popular. To care for 
individual differences in ability, social background, and interest, 
differentiation and gradation of subject matter have been at- 
tempted. The practice of organizing subjects around "units” for 
instructional purposes has become widespread. 

Early drastic innovations 

Efforts to modify the curriculum as described above are typically 
a part of the normal and seemingly necessary process involved in 
any healthy form of social evolution. Many educators, however, 
saw quite clearly that these modifications of die curriculum, though 
highly desirable, were but palliatives and did not meet the ‘needs 

* For a more detailed picture of curriculum development before lttS see 
Curriculum-Making: past and Pretent, Twenty-Sixth Yearbook of the National 
» Society for the Study of Education, Part L Bloomington, Illinois: Public School 
Publishing Company, 1926. 
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of the educational principles involved. Accepting the more recent 
concepts of learning, and what they understood to be their implica- 
tions for education and the curriculum, some of these educators 
pioneered a radical change in curriculum making. 

Two of these innovations that have come to be accepted as 
typical of these pioneering efforts are the curriculum programs 
developed in the states of Virginia and Mississippi. In over-all 
form they have stimulated the general direction of much of cur- 
riculum reorganization for the past two decades. 

They began by accepting the concept that learning is the change 
in behavior that comes through experience. Education is thus con- 
cerned with the direction of the learning processes involved in ex- 
periences, so that desirable observable behavior conduct results. 
Experiences then became the focal point of the curriculum: the 
school curriculum was defined as consisting of those experiences 
children had under the direction of the school. 

There are a number of implications in this conception of learn- 
ing, education, and the curriculum, which contrast sharply with 
tihe old. Whereas learning is here thought of as a process of chang- 
ing behavior that comes out of an experience-situation which con- 
fronts the learner and through which he tries to evolve some satis- 
factory adjustment in his mode of reaction, the older point of view 
thought of learning as a simple process of memorization whereby 
certain information was fixed in memory. In the conception of 
learning implied in the newer approach the school is concerned 
with the kinds of experiences the learner should have in order to 
insure appropriate change in behavior patterns. Experiences be- 
come the vehicle by which desirable learning takes place and thus 
become the essence of the curriculum. The focus of attention is 
now placed upon what kinds of experiences should the learner 
have, while in the older conception of education, informational 
data became the end product of learning and subject matter 
became the curriculum . 4 

4 Throughout this discussion of the differences between the newer educa- 
tional-curriculum ideas and the old, to avoid confusions that arise with recent 
tendencies to modify older practices in the direction of the newer, the more 
primitive characteristics of the old are held up for comparison in order to see 
clearly the educational implications of the old memory-knowledge theory of 
education by contrast. Muscular skills are now taught in laboratory situations 
under the so-called subject-matter curriculum. It must be remembered that 
fifty years ago mechanical skills had practically no place in the school cur- 
riculum except as it was thought that they could be intellectualized. 
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If “experiences" rather than “information” now became the cur* 
riculum it required a new approach to curriculum organization. 
The organization of the old curriculum in its beginning was 
achieved in somewhat this general way. All existing or essential 
knowledge data was assembled, classified into subject divisions on 
some principle of group characteristics — as for example, all knowl- 
edge data of quantitative or numerical characteristics were grouped 
together as mathematics, while all knowledge data about man's 
activities related essentially to time sequence were brought together 
as history. The various subject-matter fields thus developed became 
the curriculum of the school. When this subject-matter data be- 
came more voluminous the problem of setting up some principles 
of selection arose as discussed earlier in this chapter. 

Under the conception of the curriculum as consisting of experi- 
ences a much different form of curriculum formulation was re- 
quired. The Virginia and Mississippi state curriculums represent 
very similar organizational patterns with minor differences so will 
be considered together. 

The plan of organization followed gives recognition to the fact 
that in experience learning it is not possible for pupils to have ex- 
periences paralleling every conceivable type of situation they will 
in the future encounter. Nor do these plans assume such is at all 
necessary. Experience learning is essentially learning how to meet 
problem-situations effectively, and thereby developing appropriate 
behavior skills in problem solving. While problems are recognized 
to be of many kinds, yet there are characteristics that are common 
or universal in all problem-situations, however uniquely different 
a given problem-situation may at first appear to be. The student 
can thus be trained to analyze every problem-situation, to discover 
the characteristics therein common to all problem-solving situations 
as well as the new factors involved, and develop those behavior 
skills of over-all problem attack that will enable him to skillfully 
solve a wide range of different problem-situations as they are met 

Under these circumstances it is necessary only to determine the 
milieu in which vital problem-situations arise for the learner and 
into what possible categories of general similarities these problem- 
situations can be classified. If this can be done then it is nfcessary 
only to insure that each pupil have a rich and varied assortment 
of experiences in meeting problem-situations in all the arias pre- 
viously determined. 
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This was done in the two state curriculums. In Virginia it was 
decided that the milieu in which vital life problems occurred repre- 
sented the total range of man’s Social Living. Mississippi decided 
that there were many vital activities of life that could not be 
designed as social in character, therefore, designated a milieu in 
which vital problems were met as the total range of Human Activ- 
ities. 5 They then explored the possibilities of discovering some 
basis for grouping problem-situations that occur into categories or 
classifications with respect to characteristics of problem similar- 
ities. Virginia adopted eleven such categories and designated them 
"Major Functions of Social Life.” Mississippi arrived at a some- 
what different though similar classification and labelled them 
“Major Areas of Human Activities.* The two classifications are 
listed below in parallel columns for easy comparison. 


Virnwu 

Major Functions of Social Life 

1. Protection and Conservation of 
Life, Property, and Natural 
Resources 

2. Production of Goods and Serv- 
ices and Distribution of the 
Returns of Production 

3. Consumption of Goods and 
Services 

4. Communication and Transpor- 
tation of Goods and People 

5. Recreation 

0. Expression of Aesthetic Im- 
pulses 

7. Expression of Religious Im- 
pulses 

8. Education 

9. Extension of Freedom 

10. Integration of the Individual 

11. Exploration 


Mississippi 

Major Areas of Human Activities 

1. Protecting Life and Health 

2. Making a Home 

3. Conserving and Improving Ma- 
terial Conditions 

4. Cooperating in Social and Civic 
Action 

5. Getting a Living 

6. Securing an Education 

7. Expressing Religious Impulses 

8. Expressing Aesthetic Impulses 

9. Engaging in Recreation 


5 Tentative Course of Study for the Core Curriculum of Virginia Secondary 
Schools , Grade VIII , p. 18. Richmond, Va.: Virginia State Board of Educa- 
tion, 1934; and Mississippi Program for the Improvement of Instruction , Cur- 
riculum Reorganization in Secondary Schools, Grades 7-12, p. 28. Jackson, 
Miss.: State Board of Education, 1989. 
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In modem curriculum parlance, the total milieu or matrix in 
which problem-situations occur and experiences are to take place 
is known as the “Scope” of the curriculum. Since die curriculum 
here is interpreted to consist of experiences, die “Scope” of the 
curriculum represents the total living environment in which die 
learner faces problem-situations and consequendy has learning 
experiences. In the traditional curriculum the “Scope” would con- 
sist of the total range of subject matter the learner was to master. 
When an effort is made to break down the “Scope" of die cur- 
riculum into some natural divisions based upon some grouping 
characteristics inherent within the kind of curriculum envisaged, 
these divisions are now commonly called “Areas” as is applied in 
die Mississippi classification of nine areas. The Virginia plan of 
organization is the same, except that “Areas” are technically labelled 
“Functions." In a subject curriculum the parallel divisions are 
familiar to the reader in such categories as mathematics, science, 
English, or social studies. 

After the Scope of the curriculum had been established it was 
necessary to consider the problem of organizing the curriculum 
on some sequential basis. Obviously the traditional basis of 
sequence in the order of subject matter could not be used. Experi- 
ences occur only in vital problem-situations and these happen 
normally in the natural environment of the learner. Still maintain- 
ing the idea of Grades in sequence planning, the Virginia plan set 
up what was called “Cepters of Interest” for each grade to conform 
to what was thought of as the natural environment of the learner 
at a given level of his activities and maturity. For children of 
Grade 1, for example, it was thought that the major problem- 
situations which would arise for experience learning would center 
around the environment of the home and the school. Therefore, 
Home and School Life became the "Center of Interest” for this 
grade. It was thought that the problem areas of living in Grade II 
would likely shift more to the larger considerations of community 
understanding and adjustment so the “Center of Interest" for this 
grade was designated as Community Life. “Centers of Interest" 
are set up for all grades through the high school. That the Reader 
may see schematically this plan the organization for the first three 
grades and the first three Functions of "Scope” of the Virginia 
curriculum are here reproduced. 6 

6 It should be noted that the Virginia and Mississippi curriculum plans out- 
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Scope of Work of the Core Curriculum for 
Virginia Public Schools 


Mofor Functions 
of 

Social Lifo 

Grade 1 

HOME AND 
SCHOOL LIFE 
(Center of (Merest) 

Grade II 

COMMUNITY LIFE 
(Center of Interest) 

Grade III 
ADAPTION OF 

LIFE TO 

ENVIRONMENTAL 
FORCES OF 
NATURE 

(Center of Interest) 

ASPECT OF CENTER OF INTEREST 

SELECTED FOR EMPHASIS 

Protection and 
conservation of 
lifo, property, 
and natural 

How do we protect 
and maintain life 
and health in our 
homes and school? 

How do we in the 
community protect 
our life, health, 
and property* 

How do animal 
and plant life help 
people in our com- 
munity and how 
are they pro- 
tected? 

How do people, 
plants, and ani- 
mals in communi- 
ties with physical 
environments mark- 
edly different from 
ours protect them- 
selves from forces 
of nature? 

Production of 
goods and 
services and 
distribution of 
the returns of 
production 

How do the things 
we make and 
grow help us? 

What do we in our 
community do to 
produce goods 

and services* 

How do environ- 
mental forces of 
nature affect the 
goods produced 
in different com- 
munities? 

Consumption of 
goods and 
services 

How does our fam- 
ily provide itself 
with food, clothing, 
and shelter? 

How do we use the 
goods and services 
provided in our 
community? 

Why can commu- 
nities markedly 
different from ours 
furnish us with 
goods we cannot 
produce* 


Tentative Course of Study for the Core Curriculum of Virginia Secondary 
Schools, Grade VIII, p 16. Richmond, Virginia: Virginia State Board of 
Education, 1934. 


Recent curriculum development 

In the years that have passed since die poneer work of Virginia 

lined thus far apply only to what is called the Core Curriculum when the 
secondary-school grades are reached. There is a definite flare back to, or com- 
promise with, the traditional form of the curriculum at the high-school level 
outside the Core Curriculum. 
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and Mississippi in curriculum reorganization, many schools have 
tried to carry the major ideas inherent in these curriculum innova- 
tions into the total organization of the curriculum throughout die 
elementary and secondary school. There have been many adapta- 
tions of these plans and many modified schemes for curriculum 
improvement suggested. For example, an interesting attack in die 
problem of Scope of the curriculum r accepts the principle that 
learning takes place through experiences which occur in vital life 
situations. The Scope of die curriculum then becomes Persistent 
Life Situations. These are classified into three 7 principal areas; 
namely, (1) Growth in Individual Capacities, (2) Growth in Social 
Participation, (3) Growth in Dealing with Environmental Factors 
and Forces. Each in turn is subdivided into smaller groupings of 
“persistent life situations." 

Possibly the major directions of curriculum development within 
recent years have been the emphasis placed upon problem-situ- 
ational curriculum content, the development of "units” as a means 
of facilitating curriculum organization around problem-situations 
for instructional purposes, and the constant effort to completely 
unify and integrate the curriculum evidenced in the growing em- 
phasis upon the organization of the core curriculum, with the core 
program as an integral part of the total curriculum experiences of 
the learner. The Educational Policies Commission of the National 
Educational Association has given strong impetus to the developing 
core-curnculum idea. • It has graphically presented a basic point 
of view with respect to the organization of the curriculum pre- 
sented below. There seems to be every reason to accept the broad 
point of view of the Commission as the general direction which 
curriculum development in the future will take.® 


4. How Organize the Modern Curriculum? 

Many problems involved in the organization of the curriculum 
have been in evidence as we have seen the pattern of the Curricu- 
lum undergo change. Other important phases of curriculun^ devel- 

7 For a more detailed discussion of this approach see Stratemeyer, Florence, 
et al Developing a Curriculum for Modem Living, chapter V. New York: 
Teachers College, Columbia University, 1947. 1 

* For a more detailed discussion of the Core Curriculum see Faunce, Roland 
C. and Bossing, Nelson L., Developing the Core Curriculum. New York: 
t Prentice-Hall, Inc , 1981. 



r 


Gbadks 


High School 

X XI XII 


Community 

Institute 


xiii 


XIV 


1 

Individual Interests 

(Elected by the student, under guidance, in fields of 
avocational, cultural, or intellectual interest.) 

2 

Vocational Preparation 

(Includes education for industrial, commercial, homemaking, service, 
and other occupations leading to employment, apprenticeship, or 
homemaking at the end of grade XII, XIII, or XIV; education for 
technical and semiprofessional occupations in community institute; 
and the study of sciences, mathematics, social studies, literature, 
and foreign languages in preparation for advanced study m com- 
munity institute, college, or university. May include a jieriod of 
productive work under employment conditions, supervised by the 

3 

Science 

Method- 
principles, 
and facts 
needed by 
all students 

ntnwi sum . itcuucu iu iuc s 

industrial and labor relations in 

tuuy ui economics tmu 

“common learnings/*) 

4 

Common Learnings 

(A continuous course for all, planned to 
help students grow in competence as citizens 
of the community and the nation; in under- 
standing of economic processes and their 
roles as producers and consumers; in co- 
operative living in family, school, and com- 


* 

munity; in appreciation of literature and the arts; and in the i *e of 
the English language. Guidance of individual students is a hief 
responsibility of “common learnings'* teachers.) 

o 

6 

Health and Physical Education 

(Includes instruction in personal health and hygiene; health exam- 
inations and follow-up; games, sports, and other activities to promote 
physical fitness. Related to study of community health in “common 
learnings.”) 


* Broken line indicates flexibility of scheduling. 

** Heavy line marks the division between 41 1 differential studies** (above) and 
“ common studies” (below). 

Curriculum Organization Pattern in American City 

Educational Policies Commission* Education for AU American Youth. Washing- 
ton: National Education Association, 1044, p. 244. 
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opment have been somewhat obscured by the more spectacular 
aspects of the changes considered. At this point the teacher may 
well see these problems in their total relation to a well-planned and 
organized curriculum. For in the development of the modem cur- 
riculum the teacher shares with others in its formulation. Whether 
the teacher participates directly in the making of the over-all school 
curriculum or is restricted to his own course planning die problems 
faced are essentially the same. 

Determining principles 

Before the teacher attempts to determine the program to be 
carried on in the school, it is essential that he be clear with respect 
to those basic principles which give validity and consistent direc- 
tion to his efforts. Curriculum workers are quite generally agreed 
that these principles derive broadly from our accepted psychology 
of learning and social philosophy. 

If the point of view expressed in the opening chapter of this 
book be accepted then the philosophy that guides the organization 
of the instructional activities of the school must be democratic in 
character. We visualize a democratic society. The basic function 
of the school must be to so educate youth that it may participate 
effectively in a democratically operative society. 

The acceptance of the democratic nature of the educational ideal 
carries with it the recognition of certain basic principles of learning 
which must determine in part the validity of the instructional aims. 
Obviously, such an aim as “the development of unquestioned obedi- 
ence to authority” would be psychologically unsound. It would 
not develop that intelligent critical evaluation of governmental 
policy and regulation best calculated either to safeguard the rights 
of the citizen or to prepare youth to participate in adulthood in 
the wise formulation of governmental policy so essential in a 
democracy. 

Every school does or should have a carefully formulated state- 
ment of these basic principles which should become the p|oint of 
orientation for its instructional activities. Many such statenjents of 
principles have been developed. The following list of principles 
prepared by the writer for a state curriculum handbook is sugges- 
tive of such a statement.* 

• Handbook on Curriculum Study, Curriculum Series, Bulletin Not 1, pp, 
75-82. State of Oregon, Department of Education, December, 1937. 
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1. The curriculum will be effective to the degree that it accurately 
mirrors the dynamic nature of environment and the “inevitability of 
social change/* 

2. Basic social change is in the direction of increasing social com- 
plexity and of cooperative endeavor. 

3* For purposes of curriculum development society is here conceived 
as a democracy in which the growth and welfare of the individual 
and of the social group Is regarded as of transcendent importance. 

4. The school is one of the agencies of society for the continuation 
and recreation of itself. 

5. Experience is the fundamental basis of learning. 

6. Growth processes in individuals and in society are resultants of 
continuing interaction between individuals and society. 

7. There is a wide range of differentiation among individuals in inter- 
ests, understandings, appreciations, abilities, ability to learn. 

8. Effective curriculum development must be comprehensive and con- 
tinuous. 

9. Curriculuii making is a democratic process and should provide for 
inclusive participation. 

Determining aims 

The teacher should recognize that there are two major concepts 
of the nature of aims and objectives. One point of view regards 
aims as somewhat discrete and specific in character. Typical aims 
of this kind are: 

To develop the habit of brushing the teeth at least once each day. 

To develop the habit of visiting the dentist at least once a year. 

To acquire the ability to read in large word groups. 

To learn to use the gerund conectly. 

This approach to the development of aims leads to the amassing of 
hundreds of minute objectives for a curriculum area such as health, 
or of a given subject such as English. In the twenties this type of 
detail analysis of objectives was most popular. Basic to this ap- 
proach was the thought that learning is additive in nature. There- 
fore, aims could be arranged in some scheme of ascending order 
and learned one by one. The stimulus-response bond theory of 
psychology aided and abetted this concept of the nature of ob- 
jectives. 

The point of view rapidly gaining credence in educational think- 
ing now looks upon “aims** as broad characterizations of behavior 
patterns which should be exemplified by the ideal citizen. Aims are n 
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not minute and discrete but large patterns of ability, understand- 
ings, or conduct comprehensive and interrelated. Aspects of the 
whole may be especially emphasized in a given grade or curricular 
area but these aspects must be recognized as a continuing part of 
the whole which constantly develops as the total educational 
process continues. 

Two representative examples of this newer concept of die nature 
of aims are found in the statements of aims by the state of Vir- 
ginia and the Educational Policies Commission of the National 
Education Association. An added reason for the importance of 
the Virginia statement is the widespread acceptance of the under- 
lying concept implicit in the form of the statement The aims of 
education are given in three categories of ( 1 ) Emotionalized Atti- 
tudes, (2) Generalizations, (3) Special Abilities. One example is 
given from each category. 10 

(1) Emotionalized Attitudes 
The Attitude of Self-Integrity . 

The disposition to accept responsibility for the consequences of one's 
acts. 

Freedom from fear, worry, and the sense of inferiority. 

The disposition to maintain emotional balance in the face of difficulty 
or defeat. 

The belief in the worth of ones personality. 

The tendency to face reality squarely. 

The desire to be faithful to promises. 

The tendency to accept criticism cheerfully. 

Willingness to assume the obligations of leadership. 

The urge to do all work efficiently and honestly. 

The tendency to do one's full duty. 

The determination to be happy. 

(2) Generalizations 

The Understanding of the Interdependence of AH Forms of Life . 

Individuals are dependent upon other individuals and have resp&si- 
bilities to them. T 

Individuals are dependent upon social groups and have responsibilities 
to social groups. j 

10 Tentative Course of Study for the Core Curriculum of Virginia Secondary 
Schools, Grade VU, pp. 2-14. Virginia State Board of Education, 1934. Re- 
printed by permission. 
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All types of groups are dependent upon one another and have re- 
sponsibilities to each other. 

Man's thinking grows out of his experience with individuals, groups, 
and nature. 

People are dependent upon the wise use of plants and animals. 
Personal liberty is decreased as man increases his control of nature 
and society. 

Opportunities for exploitation increase as interdependence grows. 

(3) Special Abilities 

The Ability to Read. 

The ability to use the mechanics needed in reading. 

The ability to analyze, interpret, and evaluate reading materials. 

The ability to use reference books. 

The ability to interpret thought in oral reading. 

The ability to use silent reading as recreation. 

The second example, drawn from the Educational Policies Com- 
mission statements, is cast in a somewhat different framework. 
The uniqueness of the Commission s statement is that the emphasis 
upon objectives as the end product of learning, expressed in terms 
of demonstrably achieved active behavior patterns rather than 
potentials, is here more sharply brought into the foreground of 
our thinking. Four groups of objectives are given with die follow- 
ing explanation: 11 

To recapitulate, four aspects of educational purpose have been 
identified. These aspects center around the person himself, his rela- 
tionships to others in home and community, the creation and use of 
material wealth, and socio-civic activities. The first area calls for a 
description of the educated person; the second, for a description of 
the educated member of the family and community group; the third, 
of the educated producer or consumer; the fourth, of the educated 
citizen. The four great groups of objectives thus defined are: 

1. The Objectives of Self-Realization 

2. The Objectives of Human Relationships 

3. The Objectives of Economic Efficiency 

4. The Objectives of Civic Responsibility. 

11 The Purposes of Education in American Democracy, Educational Polidef 
Commission of the National Education Association, pp. 47, 50. Washington, 
D.C.: National Education Association, 1938. Reprinted by permission. See 
Chapter 1 for the complete list of these objectives. This section is repeated 
here for convenience of comparison. 
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The first of these groups will be produced in detail to illustrate 
the procedures followed. 

(1) The Objectives of Self-Realization 

The Inquiring Mind. The educated person has an appetite for learning. 
Speech. The educated person con speak the mother tpngue clearly. 
Reading. The educated person reads the mother tongue efficiently. 
Writing. The educated person writes the mother tongue effectively. 
Number . The educated person solves his problems of counting and 
calculating. 

Sight and Hearing. The educated person is skilled in listening and 
observing. 

Health Knowledge. The educated person understands the basic facts 
concerning health and disease. 

Health Habits. The educated person protects his own health and that 
of his dependents. 

Public Health. The educated person works to improve the health of the 
community. 

Recreation The educated person is participant and spectator in many 
sports and other pastimes. 

Intellectual Interests. The educated person has mental resources for the 
use of leisure. 

Aesthetic Interests The educated person appreciates beauty. 

Character . The educated person gives responsible direction to his own 
life. 

Determining scope 

The formulation of a body of aims in conformity with an ac- 
cepted set of basic or guiding principles is an important achieve- 
ment in curriculum and course planning. Now some limiting device 
must be adopted to provide inclusivcness and direction to the 
learning experience. In many schools the textbook has served as 
the determiner of the center and circumference of the educative 
task. In others dominated by the doctrine of interest, the sole 
limitation of the curriculum and course is determined by the 
vagaries of chance interests which may be aroused. 

To many educational leaders the very nature of the educative 
task when thought of in the perspective of successful participation 
in a democratic society requires the instructional prograiq to be as 
broad as the life demands of that society. Too, it hat seemed 
highly desirable that the instructional program be related as closely 
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as possible to the activities and problems which compose the nor- 
mal processes of living in a democracy. 

As assurance that the curriculum of the school should admit of 
no serious gaps in the range of activities, studied efforts have been 
made to discover the major areas of these activities. As previously 
seen, in the Virginia Course of Study there have been identified 
eleven of these called “Major Functions of Social Life.” In the 
Mississippi curriculum program these areas are given as nine in 
number designated “Major Areas of Human Activity/’ In the 
Stratemeyer list there are three such areas called “Persistent Life 
Situations/’ Similar lists have been developed by other groups of 
interested curriculum workers. Area captions vary often but a 
comparison of the lists shows how strikingly the total of the one 
is basically inclusive of the other. 

The teacher should think of the scope of the curriculum in 
terms of some such broad plan as is given above. The limits of 
his own instructional program should be set by orientation to some 
phase or awa jf activities which it is desired to emphasize. These 
limits insure for the teacher’s work a high degree of functionality. 
The aims which are to be focal in the program will suggest a 
natural affinity to one or more of these areas. That there will be a 
natural carry-over from the periphery of one area to another in the 
learning experience should be expected. The organization of the 
instructional program should be such that these interrelationships 
will be facilitated. 

Determining sequence 

The question of how to determine sequence in the curriculum 
has come to be a burning issue in contemporarv education. It is in- 
extricably a part of the development of the immediate instructional 
program, as well as of the larger organizational aspects of the cur- 
riculum. The farther the educational w orker moves in the direction 
of modern educational thinking, the' more critical the issue be- 
comes. The nature of the issue, however, may be clarified bv look- 
ing at the two extreme points of view with respect to “sequence” 
in the curriculum and within the more immediate instructional 
program of the classroom. 

The extreme right wing insist upon the logical form of organiza- 
tion. The traditionalists have ever been the protagonists of logical 
development in subject matter. For example, they have argued 
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that a foreign language should be learned in logical sequence — 
alphabet, vocabulary, verb form, sentence, paragraph, story. The 
logicians in organizing mathematics and science have insisted upon 
a mastery of plus ( + ) and minus ( — ) signs before a serious 
study of mathematical problems involving the use of these sym- 
bols; and in science the study of the simplest form of single-cell life 
before a consideration of complex animal organisms. In other 
words, the fetish of "simple to complex’* in the development of the 
curriculum or of a course has been the prime emphasis of this 
group, irrespective of the consequent remoteness of the curriculum 
or course-content to the conscious experience of the students. This, 
in spite of the cumulative evidence that language students seldom 
achieve facility in language usage by this route, or science students 
achieve interest in or significant functional value from science so 
organized and taught. 

The extreme left , on the other hand, have scorned emphasis upon 
the logical development or sequential arrangement of curriculum 
or courses. They have made central, sometimes exclusively so. the 
doctrine of interest. The extreme manifestations of this point of 
view have been more in evidence in elementarv education. The 

secondarv school has been too much a victim of traditionalism to 

✓ 

show a too-ready response to innovations in educational theory and 
practice. The elementary "activity schools” have been most produc- 
ts e of the extremes to which the emphasis upon the psychological 
organization — particularly that of interest — may lead. The now 
threadbare story that has gone the rounds of educational circles 
well illustrates this point of view earned to absurdity. The story 
is told of the "activity school” teacher who, according to her usual 
morning custom, asked the children what they wanted to do for 
the dav. It chanced that on the way to school some of the children 
had observed with interest a funeral procession. It was suggested 
that the class play funeral. The idea caught the fancy of the rest 
of the children. The teacher consented, and a most exciting day 
was spent in the activities imitative of a funeral. In fact, so well did 
the day succeed that the children urged a continuance of flie activ- 
ity the second day. The story goes that an entire week Mras given 
over to this intensely fascinating so-called educational activity on 
the part of the children. 

The more moderate advocates of the psychological jbasis for 
organization contend that interest is more fundamental than "simple 
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to complex” in learning. They argue, for instance, that to learn a 
language the psychological way would be to begin reading and 
speaking the language, at first in simple form to be sure, with the 
immediate urge to convey interesting ideas to others or to secure 
such ideas from the printed page. They would say that the study 
of biology around the motive of the control of body disease would 
be far more productive of vital learning than to begin by the 
laborious and deadening process of the study of remote single- 
celled life through and into the complexities of the human organism. 

It would be unfair to accept the extremes as characteristic of the 
two schools of thought just described. They represent points of 
emphasis, rather than clear-cut segregation of practice. The third 
type of possible organization, known as the pedagogical, gives em- 
phasis to an eclectic point of view. Many of those who emphasize 
the psychological contend that the last two are one and the same. 
The writer is convinced that failure to differentiate between these 
two types of organization leads to confusion. The pedagogical 
organization gives due emphasis to the natural-sequence or logical- 
development type of learning, as well as to the psychological ele- 
ments inherent in certain areas or subjects. For example, the 
writer, as a high school and college student, was subjected to the 
rigorous logical organization of language and science studies. He 
studied a language for four years intensively in logical fashion but 
never achieved by the process an easy reading knowledge of the 
language. 

After being subjected to this form of language study, it was a 
matter of keen interest to meet a young lady who had traveled 
extensively in Europe and resided briefly in Germany. Incidentally, 
she had acquired both a fluent speaking and an easy reading 
knowledge of German. She was then enrolled in a course in Ger- 
man in college. The writer chanced to compliment her on her 
accomplishment, and to express some wonder that she should be 
studying German in college. She replied that she had more difficulty 
than the other members of the class, for, while she could read Ger- 
man almost as easily as she did English, she knew nothing about 
grammatical construction. This young lady had learned German 
by the psychological method, and subsequently was refining her 
understanding of German through a critical study of the language 
structure. 

Many advanced schools try to arouse interest in and secure 
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facility In the use of a language by organizing on the psychological 
basis, while at the same time directing attention to the language 
structure in developmental form as it contributes to the understand- 
ing and effective use of the language itself. This plan would repre- 
sent the pedadogical type of course organization. 

The same idea is present in the modern functional concept of 
the teaching of English composition. The pedagogical form of 
organization would recognize “centers of interest,” at the same time 
so organizing the course that development and progression would 
be assured, while a felt need would naturally be aroused for an 
understanding of those structural elements of the language that 
would insure increased facility in oral and written expression. 

That the experience curriculum requires a radically different con- 
ception of “sequence” than has been practiced in the subject cur- 
riculum appears to be generally accepted. It is evident in the sharp 
break with the old, found in die reorganized curriculum programs 
of Virginia and Mississipi, discussed at some length earlier in this 
chapter, along with many other curriculum innovations of more 
recent date. 

As yet, no satisfactory "sequence” plan has been devised. The 
dear logic of the experience conception of learning would suggest 
that psychologically “sequence” must depend upon the maturity 
and development of each individual as well as upon the nature of 
the behavior skills to be acquired. In that sense the curriculum 
cannot be mass patterned and lock stepped, except in the broadest 
terms, but must be individually patterned for every learner. Even 
the alert teachers, still trying to hold to the subject curriculum, 
have been forced, in the light of the now generally accepted prin- 
ciples of learning and of individual differences, to modify the older 
strait-jacket curriculum form into a semi-streamlined individualized 
curriculum. 

There is a noticeable trend in the direction of more individual- 
ization of the curriculum for pupils, schools, and communities. 
Many schools engage in extensive periodic planning of the over-all 
curriculum, some have week bv week planning, with modifications 
made to provide better sequence of learning experienced for the 
local school with much freedom for teachers to determine the 
sequence of learning activities. 1 

In many states and cities, the old Courses of Study with their 
fixed content and sequence have given way to general Curriculum 
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Guides. These Guides represent the best thinking of educational 
leaders with reference to the over-all curriculum pattern but are 
suggestive only of major curriculum ideas. Each school and each 
teacher is left to apply and modify to meet local and individual 
needs. 

In order to facilitate more latitude for teachers to develop a 
better curriculum “sequence” for each pupil, a number of devices 
are coming into use. Instead of setting up a curriculum sequence 
by grade-levels, as traditionally done, many schools are developing 
general curriculum patterns for larger groupings; such as early 
childhood, later childhood, early adolescence, later adolescence. 
Stratemeyer develops such a suggested curriculum “sequence” for 
the divisions: Early Childhood, Later Childhood, Youth, Adult- 
hood. 12 Another device is to let the teacher stay with a group of 
pupils for longer periods of time, often through one of similar inter- 
vals mentioned above as Grades 1-3, 4-6, junior or senior high 
school. This enables the teacher to know each pupil and his learn- 
ing needs more fully, and thus, the better to individualize the cur- 
riculum. 

Determining source materials 

For most teachers of the subject curriculum the source material 
for instructional use derives from the mass of accumulated infor- 
mational knowledge. In general, this means the familiar collection 
of this informational mass brought together in the time-honored 
textbooks covering the area of the curriculum in question whether 
it be the area of Mathematics, English, Science, or some other. In 
addition related collections of organized bodies of subject matter in 
the several subject areas are usually available in the school library. 
As alert teachers take a more liberal view of the nature of subject 
matter they have cautiously reached out to include materials not 
traditionally a part of the subject curriculum. 

The teacher who accepts the experience curriculum point of 
view finds the matter of source materials for instruction much more 
extensive, varied, and difficult to organize properly for instructional 
purposes. Paraphrasing the religious leader who said, “the world 
is my parish,” the teacher of the experience curriculum might well 
say “the world is the source material of my curriculum.” It in- 

12 See Stratemeyer, Florence B., et al. Developing A Curriculum for Modem 
Living, pp. 126 ff. New York: Teachers College, Columbia Um\ ersitv, 1947. 
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eludes all the knowledge found in books, and much more beside. 
For the experience curriculum involves all of the complex environ- 
ment of the learner, which the teacher must wisely draw upon to 
organize into vital life problem-situations whereby appropriate 
experience learning may result under the wise guidance of the 
teacher. 

Much of these source materials, probably most of it we may some 
day recognize, is not capable of being assembled within the four 
walls of a school room, or even within a school building. The 
market place, the halls of government, industry, the home, all that 
does or should touch the life of the learner becomes grist to the 
mill of the teacher for educational purposes. We have only begun 
to explore these larger reservoirs of source materials lying outside 
the physical limits of the school. It is imperative that somehow 
greater use of these be made. 

5. Who Makes the Curriculum? 

Subject curriculum 

Major responsibility for the development of the subject cur- 
riculum has fallen to the subject expert. He is the one who has 
written the textbooks which until recent years have in effect deter- 
mined the curriculum; and it is he who has done the voluminous 
research, referred to earliei 1 , that has provided the basis for the 
selection of content from the mass of knowledge available The 
school administrator *has until recently shared responsibility for 
curriculum making. As the educational leader of the school he has 
determined the extent of curriculum offerings to be made available 
in his school. And in an earlier day, he selected the textbooks to 
be used. 

As states developed educational leadership and legal controls of 
the school, they shared in the determination of the general out- 
lines of the curriculum, and where the state assumes authority to 
select uniform textbooks for the schools, they still exercise that 
function. There is a growing practice, however, to utilise local 
teacher committees to cooperatively determine the school cur- 
riculum, select the textbooks, and serve on state committees to pre- 
pare Courses of Study and Curriculum Guides. 

Experience curriculum 

By the very nature cf the ‘'experience curriculum” it is impos- 
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sible, for experts, administrators, or State Departments of Educa- 
tion, to formulate the school curriculum. They may be very helpful 
in sharing their more extended experience in the study of technical 
curriculum problems* At the state level it may be most helpful 
with the cooperation of the rich experience of administrators, cur- 
riculum experts, and teachers to set up suggestive curriculum 
guides to help the less well-trained teacher and to provide for all 
teachers helpful lists of resource materials and suggested methods 
that have been proved successful by master teachers. 

However, the teacher occupies a unique place where the modem 
experience curriculum is used. The previous discussion has indi- 
cated clearly the central place the individual teacher holds in 
modem curriculum implementation. In a real sense the teacher 
must carry the major responsibility in curriculum making for the 
learner. 

Curriculum making for the modern school is a cooperative task. 
It involves the administrative staff, the teachers, the community 
and even the pupils. Now that experience learning is recognized 
as embracing the total environment of the learner, planning ade- 
quately the kind of learning experiences that he should have re- 
quires the participation of representative members of the com- 
munity, parents particularly. Since learning to live successfully in 
a democratic society involves active participation of the learner 
in the solution of vital problems of group life, good curriculum 
practice suggests that the educand be brought in to those phases of 
curriculum planning that involve his cooperative participation. 

QUESTIONS AND PROBLEMS 

1. Have a class discussion on the question: “To what extent should the 
curriculum be planned?” 

2. Have a class or panel discussion on the question: “Who should plan 
the curriculum?” 

3. Why do we have a curriculum problem today? 

4. Discuss the various phases of this problem as these have developed 
over the past fifty years. 

5. How would you go about reorganizing the curriculum 

6. What are some of the problems with which one is confronted in the 
determination of the Scope in the subject curriculum? In the experi- 
ence curriculum? Two class committees might make a thorough 
study of each of these questions and present their findings to the 
class for discussion. 
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7. A class or panel discussion might be most profitable on the question: 

, To what extent should the Sequence of the curriculum be pre- 
determined?” 

8. Have class committees make an evaluation of major lists of objectives 
formulated within the past century as to the theory of learning they 
appear to represent, and their educational implications for the cur- 
riculum. 

9. Criticize the following two statements of objectives from an educa- 
tional point of view: (1) The student with a good attitude toward 
the school and his classmates increasingly makes and keeps friends.” 
(2) To know the difference between a verb and an adverb.” 

10. Have a debate on the question: “Should the State adopt uniform 
textbooks to be used in the schools of the State?” 

11. Have studies made of methods used in the selection of textbooks 
for schools throughout the United States for the past twenty-five 
years, showing trends, if any, and apparent reason for the various 
methods employed. 

12. What evidence is there, if any, of a trend away from the use of the 
single textbook in classes? 

13. If the class agrees that there is such a tendency, committees might 
investigate for class report and discussion such questions as: (1) 
What are the arguments pro and con for the use of single textbooks 
in a course? (2) What are the alternatives to the use of the single 
textbook in a course and their relative advantages? (3) In what 
wavs, if any, does the use of a subject curriculum or an experience 
curriculum have a bearing upon the use of the single textbook or 
other alternatives? 
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How Develop Units ? 


1. How Define the Teaching Unit? 

Unit idea gaining prominence 

A careful perusal of educational magazines, new courses of study 
and recent elementary and secondary textbooks reveals that the 
unit idea is gaining general acceptance in educational circles. The 
discussion in the previous chapter of the organization of the mod- 
em curriculum pointed clearly to the need for a change in the 
time-honored approach to the organization of the curriculum for 
instructional purposes. 

The underlying concept of the unit is not new even though the 
current terminology is pf recent origin. Students conversant with 
the genesis of developing educational ideas will recognize that the 
germinal basis of the unit goes back at least as far as Herbart. 
The Herbartian “formal steps” in learning, particularly as devel- 
oped by the American Herbartians, implied unity in the learning 
situation from the first to the last step. The early “Project” both in 
manual training and agriculture assumed a unitary situation as the 
basis of learning. “The “Project” as refined by Kilpatrick, Collings, 
and others, and the “Unit” associated with the “Mastery” concept 
and the “Cycle Plan of Teaching” as developed by Morrison, have 
more nearly conformed to modem conceptions of learning. Conse- 
quently, they have been most influential in popularizing the devel- 
opment of and the widespread use of units within the past twenty- 
five years . 1 

'For a more detailed discussion of the Herbartian Steps, the Project and 
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At this point the teacher should understand clearly the basis ir 
the theory of learning of the shift to the “Unit” form of curricul um 
organization for instructional purposes. The older atomistic con- 
ception of the way we learn made learning a matter of adding one 
small item of knowledge to another, bit by bit. It was somewhat 
like stringing pearls on a chain. Each pearl was self-contained, 
independent, but with enough strung together they could make a 
necklace or bracelet largely dependent upon how many separate 
pearls were so used and how they were finally manipulated into a 
pattern. Learning by this theory became simply an additive proc- 
ess, a matter of adding separate items of knowledge or skills until 
enough of these had been acquired when they could be brought 
together into some over-all pattern. This atomistic conception of 
learning was implicit in the old “mind storage” and the “S-R 
Bond” notions of the way we learn. As a result, much of our educa- 
tional activities in the past were carried on through assignment of 
segments of subject-matter-to-be-leamed without particular refer- 
ence to the relationships of similar segments of subject matter 
previously learned, or, in the future to-be-learned. It was exempli- 
fied in the daily assignment of spelling-book lists of words to be 
memorized, so many pages in advance in a history text, and the 
endless practice of scales on the piano before these were brought 
together into a complete composition, however simple. 

The basic reason underlying the popular growth of the “unit” 
idea lies in the rapidly growing acceptance of the Gestalt- 
Organismic-Field theories of learning with their emphasis upon 
the “wholeness” or the “unitary” nature ot learning. Contrary to 
the atomistic concept of learning, this newer approach is based 
upon the assumption that effective learning — if, indeed, there can 
be any other learning possible — must take place in ai^ environ- 
ment in which the goals of learning are clearly perceived, and 
every phase of the operational procedure is viewed as a relational 
part of the total learning situation. Thus, the learner reacts to the 

Morrison’s unit idea as they are related to learning theory, see Chapter 4, 
“How Can Problem Solving Be Used?” Those interested in the historical devel- 
opment of the unit idea should consult the more extensive discussions found 
in such sources as: Gwynn, M. J. Curriculum F ^nciples and Social Trends, 
chapter VII. New York: The Macmillan Company, 1950; Alberty, Harold. 
Reorganizing the High-School Curriculum, chapter VIII. New York: The 
Macmillan Company, 1947; Umstattd, J. G. Secondary School Teaching , chap- 
ter VI. Boston: Ginn and Company, 1942. 
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problem-situation as a whole, and not to parts in isolation. He 
understands that it involves an effort to make modifications in his 
total behavior in such ways as to achieve the goal; he must make 
effective adjustments to the problem-situation at hand. Through- 
out his efforts to achieve, he will examine every phase of his prog- 
ress toward the goal, and continuously make those modifications in 
his general behavior he deems most likely to overcome the obstacles 
in the way of his success. Instead of running isolated music scales 
that have no immediate purposive significance for the learner, as 
in the additive theory of learning referred to above, the learner 
starts with a desire to play a specific single composition. After see- 
ing it as a whole, he tries to discover the relational skills necessary 
for its production, then tries to modify his behavior in such ways 
as to achieve the pattern of behavior skills needed to play the com- 
position. Along the learning continuum, as he reacts to the com- 
position as a whole, no doubt there will occur points at which 
particularly difficult and recognized obstacles will have to be given 
special attention, and further effort to overcome them made. 

Definition of a unit 

Few terms in modem educational usage have been more exten- 
sively used with as much disagreement as to meaning as has the 
term “unit.** Much of the difficulty seems to find its genesis in the 
conflicting ideas of learning held by educational workers, the hes- 
itancy of many to move too far afield from traditional ways of 
doing things, and the obvious failure of many to see clearly the 
full implications of newer concepts of learning which they profess 
to accept. 

However, more recent writers in the fields of curriculum and 
methods are bridging the gap between the extremes of earlier dif- 
ferences. In manv instances it appears to be a matter of relative 
emphasis rather than of basic differences in educational concept. 
Some of these apparent shades of differences may be chargeable 
to semantics. 

In the statement which follows the writer has endeavored to 
present a definition of the unit giving recognition to the inclusive 
nature of learning in conformity with best modern educational 
thought. A unit consists of a comprehensive series of relate £ and 
meaningful activities so developed as to achieve pupil purposes > 
provide significant educational experiences, and result in appro - 



Development of Units 63 

priate behavioral changes . There are at least four major aspects of 
modern learning connoted in this definition. First, learning is ac- 
cepted as an active rather than passive process involving emphasis 
upon pupil behavior; second , the “wholeness” or “unitary” nature 
of learning is recognized in the complete continuum of interrelated 
activities toward the achievement of purposes or goals; third , the 
place of purpose in learning is integrally a part of the unit con- 
cept; and fourth, experience learning is fully recognized as the 
heart of the unit idea. 

Types of teaching units . Although many classifications of types 
of units have been suggested by curriculum specialists, there are 
two major classifications which find more general acceptance, 
namely: “subject-matter” and “experience” units. 2 The usual ex- 
planation of the distinction assumed to exist between the two is 
that the first focuses attention upon large bodies of information 
or subject-matter to be acquired and understood. The second 
directs attention to the learner and the experiences it is desired he 
should have as the result of certain life situations (problem-situ- 
ations) with which he may be confronted and to which he fully 
reacts. 

Even these two classifications may be open to serious question. 
If the Organismic-Field theory of learning be accepted, then the 
implications of major difference in the twofold classification of 
“subject-matter” and “experience” types of units may not be found 
defensible. If all learning is the resultant of the interaction of the 
learner with an environmental problem-situation in which some 
satisfactory adjustment of the learner to the situations in question 
involves modifications in his basic behavior patterns, then it is 
beside the point to talk about two inferentiallv different types of 
units. There can be only one basic kind of learning, namely: learn- 
ing through experience that has as its end product change in be- 
havior. By this same token there can be only one kind of unit 
possible for this conception of learning, and that is the “experience” 
unit. 

2 For further detailed discussion on unit types see Caswell, H. L. and 
Campbell, D. S. Curriculum Development , pp. 402-427. Ne\V York: American 
Book Company, 1935; for other forms of classifk *ion not generally accepted 
but of interest see Smith, B. O., Stanley, W. O. and Shores, J. H. Funda- 
mentals of Curriculum Development, pp. 555-558. Yonkers, N\.: World 
Book Company, 1950; Goetting, M. L., Teaching in the Secondary School, pp. 
310-314. New York: Prentice-Hall, Inc., 1942, 
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As the teacher tries to develop functional instructional situations, 
it may be desirable at times to have clearly in mind that the 
material drawn upon for a given unit may be predominantly lim- 
ited to so-called subject-matter sources. When that is so, the unit 
may require somewhat different handling than will a unit which 
naturally draws upon a predominance of source material of a less 
abstract verbal nature. But it is a dubious procedure to attempt to 
draw an artificial distinction between* the traditionally organized 
bodies of knowledge familiarly labelled “subjects” and all the other 
sources used to create learning situations. Such a sharply drawn 
dichotomy between types of source materials for instructional pur- 
poses should not, and in reality does not, exist. 

Much harm has been done modern education by the false im- 
pression often inadvertently given by those who try to emphasize 
the more inclusive use of all the wealth of source data available 
for enriching the learning experiences of youth. All that is known 
in whatever form is grist for instructional purposes to the mill of 
the good teacher. It is grist, however, in whatever form the source 
is found, as a means and not as an end in itself. Throughout this 
chapter it is assumed there is only one kind of unit which will 
conform to the Organismic-Field theory of learning, namely: the 
“experience” unit based upon the concept of experience learning. 


2. What Constitutes a Good Teaching Unit? 

A general discussion* or definition of the unit otten implies many 
things which at first reading escape detection. A more specific 
statement of the characteristics of the unit, followed by sample 
teaching units, should assist the teacher to understand more clearly 
the instructional significance of the unit 

Characteristics of a good unit 

1. The unit is unified . Unlike the segmental and fragmentary 
type of lesson common in earlier teaching, and too frequently still 
in use, the unit with its emphasis upon a “series of related and 
meaningful activities” suggests wholeness in organization. The 
student is perforce conscious of a definite relationship between one 
activity and another which may be involved in the achievement of 
a purpose or goal. That relationship is natural and inherent, not 
artificial. To fulfill the requirements of the unit idea there must be 
t a natural cohesion and coherence in the unit organization. 
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2. The unit is organized around purposes of the learner . The 
most significant developments in teaching methods for the past 
fifty years have emphasized the importance of pupil purposes in 
the learning activity. Herbart recognized the importance of the 
pupil understanding at least the direction or goal of the immediate 
learning activities. Morrison emphasized the importance of the 
pupil seeing clearly the goal of his learning quest, and gave much 
greater stress to the need of a desire on the part of the learner to 
seek this clearly discerned objective. These are definitely a part of 
Morrison's “Unit" idea, and provided for in the first two steps of his 
“Cycle Plan of Teaching.” John Dewey has made “purpose” or 
“goal-seeking" a sine qua non of learning, and a primary concern of 
teaching. Kilpatrick and others have given it more explicit form 
in a framework of instructional procedures by making “Pupil Pur- 
posing” the first and key step of the “Project” method of teaching. 

If it is true that learning takes place only as one tries to make 
satisfactory a ljustments to a problem-situation which challenges 
him, then the importance of “purpose” in the unit is clear. In this 
connection the teacher should keep in mind the twofold nature of 
“purpose.” It is not enough to feel disturbance or irritation in a 
given situation, the learner also must recognize somewhat clearly 
the goal or object, which, if reached, will relieve the disturbance 
or irritation felt and substitute therein a sense of relief or satis- 
faction. Learning as ope psychologist has defined it is “activity 
under tension toward a goal.” Purpose, then, has dual aspects, 
namely: first , a stimulation or desire (motive) for a modification of 
an existing unsatisfactory condition involving the learner, and 
second , a recognition of what appears to be a feasible goal which 
will bring about a satisfactory adjustment of the situation and thus 
provide relief or satisfaction. Manv people have a sense of irrita- 
tion or dissatisfaction with an existing condition or situation which 
may even reach a point of serious physical and mental disturbance; 
at the same time they do nothing about it because they do not 
see a feasible objective or goal which they recognize would pro- 
vide welcome relief. It is when these two important factors are 
brought together that a basis for learning is provided — purpose . 

For teaching effectiveness the teacher sho* Id see the operation of 
“purposes” in reverse. Education has sometimes been defined as 
the creation in the individual of a divine discontent. That is, there 
are many corrections or improvements in the behavior patterns of 
the learner which the teacher realizes should take place if the 
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learner is to progressively assume more effective participation in 
the democratic way of life. The learner has no such awareness of 
his shortcomings, and if his insensitiveness to the general state of 
affairs continues no improvement in his action patterns will result. 
It will be only as the teacher helps to create “purposes* within him 
that improvement can occur. The significance of the unit organiza- 
tion around “purposes* is thus seen to be crucial. 

3. The unit provides a place of beginning and ending . The unit 
organization will suggest to the learner, and to the alert teacher, 
wheie he should begin and clearly indicate the point at which he 
might reasonably conclude his efforts. This is a characteristic of the 
unit emphasized even by its earlier protagonists. This is one reason 
why the use of topics such as “The Second World War,* “Trans- 
portation,* “Food,” or “Production,” cannot be accepted as true 
units. They violate every principle of the concept of units involved 
in the definition of units accepted in this book, and of the principles 
of learning underlying the unit concept there implied. 

There is no problem-situation involved in such topics, and there- 
fore they cannot represent pupil purposes. Where, for example, 
should we begin in an attack upon the topic “Transportation”? It 
presents no point of departure for study. What should one wish to 
know about ‘Transportation”? The alert teacher can think of 
dozens of problem-situations involving transportation Until some 
aspect of “Transportation* is cast into a genuine problem-situation 
for the learner, it remains for him a somewhat nebulous thing of no 
personal concern. He can be challenged with some phase* of the 
broad topic when it becomes specific for him and identified with 
some vital personal concern. 

A young lad, obviously not at first hand familiar with transporta- 
tion beyond the immediate community limits, was observed to 
approach the window of the station agent somewhat timidly and 
anxiously to find out how he could get from w'hcrc he was to 
another distant place apparently not scrv accessible. For almost 
forty minutes the agent struggled with the boy's direct question: 

“How can I get from here to ?” Whatever the driving force 

back of the lad's concern, it was perfectly clear to him that he 
wanted to reach a certain goal, and the problem centered around the 
best means by which he could reach his purposed destination. The 
eavesdroppers learned that there were several combinations ot travel 
modes open to the lad. He must choose from among about three 
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combined means of travel to reach his destination. The notes made 
by the agent concerning the possible travel plans were carefully 
pocketed by the lad as he left the station for further study of the 
route most desirable for him to take. Until it was important for 
him to go to this place the relevance of transportation to this spot 
did not occur to him. The newspaper and radio carried the story 
of an old pioneer in the community who was taking a plane trip 
back to his childhood home which he left as a young man by ox 
cart to find greater opportunity in the then undeveloped West. 
Mention was made in the newscasts of the change in transportation 
this plane trip of the old pioneer highlighted. It became a matter 
of interest and discussion in several classes in the local school. Such 
questions as: “Why couldn't he travel by train?” “Why didn't he 
take a stagecoach?” “When did the railroads come into existence?” 
“Were there other ways of traveling at that time?” Out of these 
questions emerged a general interest problem for one high school 
class, namely: ’How have changes in transportation since pioneer 
days affected the way we live in this community?” A fourth-grade 
class finally set up its problem concern around this question: “What 
changes in transportation have occurred since the first white man 
came to this community?” 

In each of these problem-situations only a small phase of the 
topic “Transportation” is attacked. In each the problem-situation 
is cast into the form of a question. In each question there is a clear 
delimitation of the problem. The pupil sees clearly at what point 
his attack upon the problem is to begin, and by the same token 
knows when his goal is reached. This is one of the reasons it is 
suggested that unit titles be formulated into question form or 
clearly implied questions. Il is only h\ such a dc\ice that purposive 
goal seeking can be most sharply set up as definite problem-situa- 
tions. 

4. The learning activities of the unit arc educationally significant. 
The teacher must constantly e\ aluate the activities involved in the 
development of the unit with respect to their own worth and the 
extent to which activities are significantly interrelated. As educa- 
tionally sound as was the Activity Movement of a couple of decades 
ago, it suffered from many of its well-meaning but misguided fol- 
lowers. Many caught the form without the understanding, with 
the result that all too frequently teachers emphasized activity for 
|f, s own sake. When its excesses were at their worst, the extreme 
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manifestations of activity misuse were reported by a district super' 
visor who was called to a two-room school in a rural community. 
One teacher had caught the idea that activity per se had educa- 
tional value, and that the greater die activity, the greater die 
assurance education was taking place. The Supervisor reported 
that as he reached die school pandemonium seemed to hold sway 
in one room. When he questioned die teacher as to what was going 
on, she proudly informed him they were engaged in an activity pro- 
gram. For her, undirected bodily activity with a heavy accent upon 
rigorous movement was assumed to be evidence in itself of learning. 

Good teachers realize that activity for its own sake may have 
very dubious educational value. The value of an activity must be 
appraised in terms of the socially desirable behavior it develops. 
Uncontrolled or undirected activities may create bullies and boors 
with antisocial characteristics, as well as persons of responsive, self- 
controlled, cooperative tendencies desirable in good citizenship. 
Likewise, the more effective the activity is educationally, the more 
it will be responsibly meshed with other activities toward the 
realization of the unit purpose or goal. 

Activities to be educationally significant must be those which 
pupils recognize will contribute to the goals they seek. Pupils 
quickly tire of activities which they do not see lead to the achieve- 
ment of desired ends. Pupils, too, should learn to carefully evaluate 
each activity in terms of its relevance to the achievement of their 
purposes. They should see that, even admitting the worth-while- 
ness of certain activities at times, there are others that will more 
economically and more effectively aid the pupils in realizing their 
purposes. 

Again, some activities are worth while but more appropriate to 
a different age group. The teacher must judge activities in terms 
of the ability of certain individuals or groups to use them effec- 
tively. Studies have shown that many activities favored for certain 
age levels are inappropriate because of the maturity level of the 
student. For example, it is not as effective for seventh-gfade girls 
to engage in mature household management problems a| it is for 
twelfth-graders who are thinking seriously of a home of tjbeir own 
and for whom the skills in home management begin 1 0 assume 
greater meaning and importance. There are activities of varying 
difficulty, all of which may be essential to the realization of the unit 
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purposes. When committees are formed to engage in these various 
activities, the wise teacher must evaluate them in terms of the 
competency of particular pupils to handle them. 

5. The unit is comprehensive . It is possible to think of a learning 
experience situation unified and relatively complete in itself which 
would require not more than one or two class periods. The type 
of learning skills with which the school is concerned are best 
achieved in a larger problem situation. Too, there is grave danger 
of discreteness and fragmentation in such short learning situations. 
One of the distinct values attributed to the unit organization by its 
many advocates is that the focusing of attention upon a relatively 
large unified learning situation tends to insure unitariness in the 
total learning experience of the pupil. The teacher, too, in his 
planning is much more likely to see large units relationally, than 
when many small learning situations are used. 

0. The unit is practicable for pupil attach This story is reported 
from one of the major state curriculum reorganization programs of 
a few years ago. A coastal community with a lighthouse as a con- 
spicious part of the nearby coastline and with others not far distant, 
led to a very interesting unit on “lighthouses” which involved a 
study of different lighthouses, their types, location, and function 
in the community. This was a vital practicable unit m this com- 
munity where the lighthouse occupied so prominent a place in the 
lives of the community, and particularly for many families with 
members and relatives dependent upon the lighthouse for personal 
safety when at sea. A fascinating and pedagogically \vell-de\ eloped 
unit concerning the lighthouse was taught, on account of its organ- 
ization it was publicized throughout the state as a samp 1 ** of good 
unit organization and teaching. Unfortunately units on lighthouses 
began to appear in remote hamlets of the state far from the ocean, 
where lighthouses would have only a minimum of concern to the 
pupils, and where vital phases of the development of the original 
unit situation — such as a first-hand study of lighthouses — was 
impossible. 

Often the teaching of certain types of units practicable in one 
community situation may not be practicable m another, either be- 
cause of the relevancy of the matter to be considered for the learn- 
ing experiences of the pupils in question, or the mechanical 
difficulties involved. Units of learning which are educationally sig- 
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nificant and practical for development in a rural community may 
have little value and be wholly impractical for carrying through in 
a metropolitan center, and vice versa, 

7. The unit provides for a variety of activities. Both within a 
given unit and in the use of several units there should be a wide 
variety of activities to facilitate all forms of learning. One of the 
advantages claimed for the unit has been that it provided for indi- 
vidual differences within the class, in a way that was not true of 
traditional subject-matter forms of instruction. A properly organ- 
ized and conducted unit will provide a wide range of interest 
challenges to the members of the group through a variety of indi- 
vidual and committee activities on various phases of the unit prob- 
lem-situation. These same individual and committee activities 
generally represent a gradation in difficulty levels to challenge the 
corresponding levels of abilities represented in the group. 

Over a period of time units studied by a group should cover the 
major areas of the curriculum, to insure a well-balanced develop- 
ment of the individual in those areas of living in which essential 
competencies are necessary. Unless this is carefully safeguarded, 
serious blind spots in the scope of the pupil’s education will result. 

8. The unit involves full teacher-pupil cooperation As indicated 
earlier in this chapter, the development of the unit idea has steadily 
given greater emphasis to the place of pupil purposing in learn- 
ing. This in turn has been reflected in the larger place given to 
teaehcr-pupil planning of the unit and in the various steps of the 
unit development. It is the ideal of modem unit teaching that 
every phase of the unit process should represent cooperative 
planning by teacher and pupils in the realization of pupil purposes. 
The teacher as the guide of youth in learning thus identifies him- 
self with the pupil purposes of the unit. This is a cardinal char- 
acteristic of all good unit organization and unit teaching. 

9. The unit provides the basis for its evaluation. The teacher and 
pupil should recognize in the unit itself the basis for evaluating the 
success vs ith which the goal of the unit may be achieved. A good 
unit will be so clear in its statement of a goal that the pupil and 
teacher can se* up in advance the broad criteria of successful 
achievement. This does not mean of course, that achievement in 
every situation can be known in any absolute sense. A* problem- 
situation in a community where a large number of the people 
appear to suffer from typhus infection led to a unit in school on 
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"How can we eliminate the source of typhus infection in this com- 
munity?* This unit was capable of evaluation by specific criteria 
inherent in the unit. The study of the unit led to the discovery of 
the source of infection, recommendations for its removal, and the 
actual elimination of the source of infection by the carrying out of 
the recommendations. On the other hand, for a unit drawing 
heavily on so-called subject-matter sources, such as: “What were 
the causes of the first World War?” it would be easy to set up broad 
criteria of success in achieving the goal implied in the unit. Obvi- 
ously when the learner could list all the “causes” he would have 
attained his goal. But it is not possible to compile a list of “causes* 
with full assurance that one or several have not been overlooked. 
In this instance, therefore, we should set up criteria which take 
into account a reasonable canvass of the liteiature of the outstand- 
ing writers on the subject as a basis for assuming that all the 
important “causes” have been discovered. Some such qualified 
criteria of evaluating achievement is necessary for many learning 

10. A good unit stimulates further action . Although this criteria 
should be operative in general, occasionally a unit is found to have 
recognized educational value which does not lead the group to 
other problem-situations. A vital problem-situation, when attacked, 
should bring other related problems into the foreground for pupil 
consideration. It is the experience of most teachers engaged in 
unit teaching that a good unit suggests to pupils more leads for 
further profitable study than can be used. 

Samples of teaching units 

The two units presented below represent quite different ap- 
proaches to unit teaching. The first example presented grew out of 
the desire of the teacher to maintain the subject-matter emphasis 
and at the same time provide as near as possible a vital problem- 
situation challenge to the learner. It is a unit selected from among 
several others which comprised an experimental attempt in a 
specific school situation to develop a fusion course in chemistry and 
physics. It represents a high level of effort to utilize the basic unit 
problem-situation within the framework of an accepted subject- 
matter course. Since many teachers must begin unit teaching within 
a somewhat traditional subject-matter curriculum set-up, this ex- 
ample may prove suggestive of a way by which transition can be 
effected. 
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A UNIT OUTLINE: 


How Can Comfort Be Increased by Air 
Conditioning? 8 

By Shatter A. Peterson 


Sub-units: « 

A. What is there about air to be conditioned? 

B. How do we use chemical abbreviations to describe our heating 
plants? 

C. Is there a better way of heating your home? 

D. What would it cost to air condition your home in summer? 

Time Required for This Unit. 

This unit will require approximately six weeks to complete. 

Terms and Concepts (merely mentioned here — explained in later units). 
Electrical circuit, large Calone, linear measure, mass, matter, per- 
centage composition, volume measure, weight. 

Terms and Concepts (introduced earlier — amplified here). 

Except for “introductory chapter,” this is the first unit; therefore 
we may consider all terms to be introduced for the first time. 

Terms and Concepts (introduced here — only mentioned later). 

Bunsen burner, comfort zones, compressor-type refrigerator, dew 
point, “Electrolux” type (gas) refrigerator, Fahrenheit, fire extin- 
guishers, fuels, heating plants, heat exchange, hot air heating, hot 
water heating, humidostats, kindling point, kindling temperature, 
liquid thermometers, moist air heating, refrigeration, relative humidity. 

Terms and Concepts (introduced here — amplified later). 

Absorption of heat, bi-metal thermometers, binary compound, boil- 
ing, boiling point, B t u, burning, calorie, Centigrade, chemical change, 
chemical property, circulation, coefficient of explosion, ebmbustion, 
compounds, conduction convection, elements, equation, evaporation, 

8 This unit plan is for II A. in outline for Physics and Chemistry Fusion 
Course. Prepared by Shailer A. Peterson while head, Science Department, 
University of Minnesota High School. 
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explosion, English system, flame, food temperatures, freezing point, 
gas, gas thermometers, heat, heat of conductivity, heat of fusion, heat 
of vaporization, heat values, humidity, inert elements, liquid, melting, 
melting point, metals, metric system, mixtures, naming binary com- 
pounds, non-metals, oxidation, physical change, physical property, 
radiation, reflection of heat, solid, states of matter, symbols, tempera- 
ture, thermometers, thermostats, valence, valence numbers. 

Sub-Units: 

A. What is there about air to be conditioned? 

1. Refer to previous introductory unit by mentioning a few topics 
that will be included in this unit and draw attention to the fact 
that both chemistry and physics contribute. 

2. Introduce the five factors of air conditioning, (I) temperature 
control, (2) humidity control, (3) circulation, (4) cleansing, 
and (5) replenishing fresh air. 

3. Describe how people through the ages have endeavored to make 
thinuu Iv es comfortable by some sort of air conditioning devices. 
Compare these attempts to the five factors mentioned above. 
Mention the importance of air conditioning to the various indus- 
tries with which the pupils are more or less familiar. 

4. Introduce element, compound, and mixture through a discussion 
of the analysis of air showing it to include oxygen, nitrogen, 
argon, and carbon dioxide. (Show percentage composition by 
volume. ) 

5. Descnbe the part that elements play in forming compounds. 
Compare this with the rdle that the letters of the alphabet play 
in forming different words. 

0. Elaborate upon the difference between elements, compounds, 
and mixtures by demonstrations to show the influence of chemi- 
cal changes and physical changes upon both chemical and 
physical properties. (Use common names and also a few chemi- 
cal names here.) 

7. Remind the pupils of the importance of air to human life by 
comparing the composition of inhaled and exhaled air and 
describe the conditioning necessary to make the air usable 
again. 

8. Introduce the meaning of the humidity by discussing water, its 
three states, solid, liquid, and gas, as ell as the importance of 
water vapor in the air. 

3. How do we use chemical abbreviations to describe our heating 

plants? 
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1. Refer bade to the previous section and the analogy of elements 
and the alphabet building blocks. Compare the way in which 
letters change the meaning of words and show how the differ- 
ent elements and their amounts change the characteristics of 
the substance. 

2. Describe the burning of wood or coal by a word equation. Use 
demonstrations to show the significance of these equations and 
introduce the use of chemical^ abbreviations, symbols and 
formulas. 

3. Mention the significance of equations and formulas in terms of 
atoms and molecules. (Not too completely, for this must not 
contuse the present issue and then too, it will be discussed later 
in detail.) 

4. Show how classification of elements into metals, non-metals, and 
inert elements helps to simplify the writing and understanding 
of formulas and equations. 

5. Introduce the naming of simple binary compounds by showing 
that all end in -ide. 

6 Introduce the concept of valence. Use the analogy of “lugs 
and cogs” by which to show visually how the elements combine 
to form compounds. (This concept leads directly to the electron 
theory in Unit IV and Unit VI.) 

7. Merely mention the fact that a complete equation also specifies 
whether lieat is produced or absorbed (Topics such as these 
aie to be thrown in as interesting side-lights instead of as new, 
vital material.) 

8 Show short-cut method of writing formulas with valence num- 
bers by crossing the valence number of one element over and 
making it the subsciipt number of the other element in the 
binary compound. (Give only a small amount of drill in writing 
equations for this should be saved until the next and following 
sections. ) 

C. Is there a better way of heating your home? 

1. Introduce the topic bv a discussion of the heat supplied by the 
chemical action of burning, 

2. Distinguish briefly at this point between heat and temperature 
by drawing an analogy between heating a cup full of /Water or 
heating a bathtub full of water to the same temfierature. 
(Demonstrate with match, thimble, beaker, and thermometer.) 

3. Discuss the problem of heating in terms of first: (I) the nature 
of the reaction substance (to be burned), and (2) thef amount 
of the reacting substance. Second: (1) the nature of the sub- 
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stance to be heated (such as water, air in room, or steel pipes), 
(2) the amount of the substance to be heated, and (3) the 
temperature that one wishes the substance to attain 

4. Introduce the terms “heat value” and B t u and show how the 
consumer makes use of the advertised heat \alues to determine 
the best buy. 

5 . Explain the significance of specific heat and give practice in 
solving various kinds .of heat problems that are practical to air 
conditioning and common aiound the house or school (Work 
with English system B t us, Fahrenheit, pounds, etc ) 

6. Continue the heat problems introducing the concept of ex- 
change of heat show mg its importance in all heating systems. 

7 Explain methods of ti ansfcrrmg heat (1) conduction, (2) radi- 
ation, and (3) convection 

8. Elaborate further upon the diffcience between heat and tem- 
perature and explain the process of burning in detail giving the 
temperature of the \anous flame zones of candle or Bunsen 
burner 

9 Introduce the “kinetic theory” concept (but without its name ) 
and explain the lighting of faies, kindling points, kindling tem- 
peratures, and the tbie^ ways of extinguishing a flainc (1) cool- 
ing below its kindling tempentuie,(2) mothering, and (3) re- 
mo\ing materials of combustion Explain tvpes of extinguishers. 
(Use demonstrations to explain piintiplcs ) 

10 By charts and local data collected bj pupils compaie the cost 
of heat units depending upon the grade of coal oil, or wood, 
oi whether gas oi electneih is employed foi heating It should 
be pointed out thit these comparisons directly ime all 
furnaces and heaters to be cquillv efficient 

11 Dcscnbe and discuss fullv the stt im, hot air, ai 1 hot water 
heating systems Show b\ illu r ta itions and demonstrations the 
advantages and disad\ ant igos of each in terms of the factors 
imolvod m air conditioning (Const \ntlv *cfei to heat exchange 
here ) 

12 Introduce heat comluctix l ties and show then importance to 
heating and radiating sv stems and then show' their importance 
in insulating a house or loom against heat loss 

13. Discuss ways, other than conduction, b\ which a house er a 
room loses heat, and discuss ways of co^ectmg these conditions. 

D. What would It cost to air condition your home in summer? 

1. Introduce this section by a review of temperature Discuss the 
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advantages of one type of thermometer over another and ex- 
plain what factors are desirable hr a satisfactory liquid, gas, 
bi-metal, or other type of thermometer. The pupils should dis- 
cuss what liquids are more desirable than mercury or alcohol 
and also whether large or small bulb thermometers are most 
desirable, etc. 

2. Explain the applications of coefficients of expansion in places 
other than thermometry. 

3. Show simplified method of converting Fahrenheit temperature 
to Centigrade temperature scale. 

4. Explain usefulness and conveniences of the metric system and 
how conversions may be made easier with it than with the 
English system. Use chart to make the concept graphic and 
show the similarity that exists for all measures whether they be 
volume, weight, or linear measures. 

5. Compare the Btu with the calorie and barely mention the large 
Calorie that some of the pupils may remember from their 
biology, general science, or “diet” literature. 

6. Give the pupils plenty of practice in using the metric units in 
the various types of problems that they have had. 

7. Review the states of matter and explain the transition that 
takes place. Make use of this to introduce the heat of fusion 
and the heat of vaporization. Give numerous examples and 
review concept of exchange of heat with demonstrations. 

8. Review exchange of heat to explain how well water may be 
used for cooling homes in summer and using hot underground 
spring water to heat homes in winter. 

9. Review evaporation and the heat of vaporization in order to 
introduce the explanation of the compressor type refrigerator. 
Compare the different refrigerants and the advantages and dis- 
advantages of each as indicated by its properties. 

10. Draw a rough comparison of the costs of installation of the 
various types of cooling systems and show how the cost of 
operation compares with the cost of installation. Explain the 
"Electrolux” type of refrigerating system. 

11. Explain the importance of refrigeration in cold storage and 
give some information about the temperatures at which differ- 
ent foods should be stored. Explain briefly the actibn of 
thermostats in terms of thermometers. (Leave discussion of 
electrical circuits, etc., till Units III and IV.) 

12. Explain the cost of operating a refrigerator at lower tempera- 
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tures than necessary. Compare this with heating a house to 
higher temperatures than are healthful or wise. 

13. Explain the function of a refrigerating unit in dehumidifying 
a refrigerator or in dehumidifying a home. 

14. Show the importance in maintaining the correct humidity foi 
utmost comfort. Explain dew point, relative humidity, fog and 
rain in teims of refrigerating units and comfort. 

15. Summarize the whole* problem of air conditioning by discussing 
the multitude of problems that must confront a builder or a 
consumer when it comes to deciding upon the equipment to be 
used and then how it must be opeiated for greatest economy 
and usefulness. Take this opportunity also to point out the 
various contributions that both chemistry and physics have 
made to this whole problem. 

16. Wind up unit with a view toward the unit which follows on 
“Building.” 

Evaluation: 

The pretest and the final achievement examinations for the course 
are comprehensive tests that have been divided into “areas” or “units.” 
The gross or total score of a test is not as useful as the scores from the 
various test units when it comes to analyzing and interpreting pupil 
achievement and also when die teacher wants to determine where his 
own teaching should be modified. These test unit scores form an 
achievement “profile” and they also prove useful in comparing the 
class achievement with that of other sections as well as with other 
physical science classes for which this test is intended, The test units 
include: (1) Apparatus and its uses, (2) Periodic chart and concepts 
relating to atoms and molecules, (3) Recognizing chemical abbrevia- 
tions and their meaning, (4) Problems dealing with weight, volume, 
energy, and force, (5; Associations of common names and formulas; 
(6) Chemists and physicists; (7) Metric system and mathematical 
constants; (8) Practical problems that use physics and chemistrv; (9) 
Scientific reasoning and using the scientific method; (10) Writing 
and balancing chemical equations; (11) Miscellaneous analytical tests; 
(12) Laboratory procedures; and (13) Ionization, electrolysis, and 
electricity. 

As far as is convenient, the daily and unit tests are also divided into 
the various areas toward which each contributes. The small number 
of items does not allow any set of profile scores for each little test, but 
all scores contribute toward a profile that may be compiled at the 
completion of the unit. Pupils keep records of these scores so that 
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they may see how they are progressing but to keep the bookkeeping 
simple, there are frequently a few “miscellaneous” items as well as 
some that are included into a test unit called, “the consumer.” 

The tests given during the unit may be listed as: 

1. Short daily tests 

Time: about 10 minutes 
Frequency: about 2 each week 

2. Mid-Unit test 

Time: one full penod 

Frequency: one, part-way through the unit 
S. Final-Unit test 

Time: one full period 

Frequency: one, at the completion of the unit 
4. This teaching unit contributes to all of the test units with the 
exception of No. 13 on electricity, etc. 


The unit above typifies the teaching unit planned in advance. It 
was organized in much detail as one in a series, which was to be 
taught in serial order and approximately as planned. This is char- 
acteristic of the way the unit idea is generally adapted to a subject- 
matter curriculum concept. 

The next unit plan to be described represents in essence the true 
experience unit. It was written up after it had been taught. As 
it stands it has been amplified in suggestions and source refer- 
ences to make it a better suggestion guide for other teachers who 
might find it desirable as a teaching unit. The unit outline ap- 
proximately fifty pages in length is here given in abbreviated form. 
It is typical of the units developed in the public schools, elementary 
and secondary, of Long Beach, California. It was prepared by 
Hilda Peterson, Classroom Teacher, John G. Whittier School, Long 
Beach, California, with the assistance of other teachers in 1948. 

A SIXTH GRADE UNIT: 

How Changes in Communication Affect People's Lives 

Introduction 

“The Long Beach Public Schools accept the theory that the ptjrposes 
of education in the el mentary schools can be achieved best through 
integrated activity units. From the rich and varied experience Which 
integrated activity units afford, the children gain skill in usfajg the 
techniques of democratic living and a will to live democratically. . • • 
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The Integrated activity unit insures a clearer understanding and better 
mastery of the '3 R’s*. . . , M 

The scope of the curriculum is defined in terms of "sixteen broad 
social functions,” into which are classified the needs of children. These 
are repeated in all units developed within the school system. 


1. Conserving human resqurces 

2. Conserving material and natural resources 

3. Securing raw material 

4. Producing commodities 

5. Transporting and exchanging goods 
0. Consuming goods 

7. Rendering and utilizing services 

8. Communicating 

9. Cooperating in social and civic action 

10. Securing an education 

11. Expressing a* d satisfying aesthetic needs 

12. Expressing and satisfying spiritual needs 

13. Discovery and developing new knowledge 

14. Enjoying recieation 

15. Living in the home 

16. Getting a living 


Objectives 

Anticipated growths in the child 
Physical (samples) 

He increases in muscular control and coordination. 

He maintains an interest in play activities. 

Social (samples) 

He shares his work and findings inoie willingly. 

He coopciates in group pi ejects. 

Intellectual Knowledges (samples) 

He understands the major types of communication that have 
affected man’s social and economic progress and understands the 
basic influences of each. 

— Habits (sample) 

Ho organizes his work before starting it. 

— Skills (sample) 

He expresses himself more fluently and more pointedly. 

Emotional (sample) 

He acquires self confidence through success. 

Spiritual (sample) 
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He shows reverence for the sacredness of life. 

Generalizations . As a result of this study children should show a 
growth in, and understanding of, the following social concepts: 
(samples) 4 

The use of electricity increases the necessity for safety measures. (1) 
Organization and democratic regulation further group work. (9) 
Radio broadcasting has contributed to the oneness of the world. 
(4, 8, 9, 12) 

Overview 

Description of the class 

I.Q. range: 83-118 (56% of the class were between 96-105) 

Age range: 10.2-12.7 

Reading range: 4.0-11.0 

Race represented: Anglo-American 

Initiation — An arranged environment (here are listed the materials 
used in the room display to arouse pupil interest in possible unit) 

Pictures — (lists) 

Books — (lists) 

Realia — (lists) 

Responses to environmental stimuli (excerpts from comments and reac- 
tions oi pupils to the materials displayed above) 

*1 didn’t know what a telephone looked like inside/’ one boy admitted. 
Harvey asked if he might bring his telegraph key, sounder and trans- 
former that he made in the Hamilton Slimmer School. 

Subsequent Activities 
(Several pages of activities listed) 

Needs and Desires ( samples ) Experiences Involved (samples) 

To learn more about how and why Listening to what Charles thought 
aerials are grounded he knew 

To leain the telegraphic code Consulting adults (parents or 
To learn how sound travels neighbors) 

Reading about telegraphic eodes; 
discussing them and their uses 
Listening to recordings of lessons 
on the code 

Tapping different substances in 
environment to find which carries 
sound the best 

4 The numbers in parentheses refer to the social functions listed on page 79 
i and show how this unit contributes to an understanding of these social 
functions. 
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Additional Opportunities Within this Area of Experience 

"This unit offers many opportunities for the intensive study of other 
aspects of communication other than those described in the overview. 
A few of these opportunities are explored on the following pages." (Here 
follow four pages of suggestive activities not taken up m this unit as it 
was studied.) 

> 

Illustrative and Informational Materials 

Music References (lists) 

Songs 

Records 

Songs for radio programs in rooms 
Relerence books on music 
Audto-Vtsual Materials (lists) 

Charts 
Exhibits 
Film strips 
Glass slides 
Motion pictuies 
Stereogiaphs 
Study punts 
Transcriptions 


Btbhographtj 

(Heie follow several pages of bibliographical materials 
under special captions showing where they are available.) 
Available in Textbook Room 
Available in School Labi ary 
Available in School Libraiy and Public Libraiy 
Available in Public Library 
Available in Music Office and Teacheis Library 

Available by request. Federal Security Agency, U S. Office of Education 
Washington, D.C. (free) 

The major weakness of this unit is its failure to provide a section on 
“Evaluation” which is a vital part of unit development, and is generally 
a part of the unit plans used by the Long Beach Schools. 

3. How Preplan a Teaching Unit? 

Frequently the uninformed critics of modern education charge 
that teachers in so-called modernistic schools do not plan what they 
aie to teach. They characterize the teacher as coining before the 
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class with the question: "Now, class, what shall we do?* From that 
point on what is done is the likely happenstance of the first sug- 
gestion that catches the fancy of a majority of the group. Superfi- 
cially, there is a sense in which this may appear to be true in unit 
teaching — but it is true only when most superficially considered. 

The basic concept of learning accepted in this book and the defi- 
nition of the unit given in the earlier part of this chapter, preclude 
complete and inflexible preplanning. There must be a readiness for 
adaptation to the exigencies of die immediate situation. Other- 
wise, the concept of 'purposive” learning becomes meaninglessly 
academic. Even so, the wise teacher does extensive planning before 
coming before the class group. 

The first step in preplanning is selection of a possible unit. The 
teacher may well make two or three alternative plans for a series 
of units thought desirable and possible of challenge to the group. 
In doing this the teacher should carefully study the social and 
educational background of each member of the group. Unless the 
teacher has had the group before, the cumulative records of each 
pupil should be canvassed to find out what has been studied, the 
indications of individual needs, and where it is thought possible 
that group could reasonably be expected to begin. All this should 
be die ked against the scope of the curriculum to discover any 
evident educational gaps in areas of the over-all curriculum. 

It is important for the teacher to set up objectives toward which 
the group, collectively and as individuals, should be led to reach. 
A list of general objectives such as those outlined by the Educa- 
tional Policies Commission, given in Chapter 1, should be accepted, 
and those geneial behavior ch iracteristics to which the needs of the 
class particulaily point should be designated. The teacher should 
realize that reaching objectives is a gradual and continuing process, 
and thus a matter of continual emphasis with stress at points where 
weaknesses appear noticeable. The teacher should keep in mind 
that his objectives for the education of the learner may not pamllel 
those of the pupil. The teacher should be concerned that the pur- 
poses of the learner, in fact, realize the objectives of the teacher. 

The teacher is then jeady to set up some tentative problem-situa- 
tions for unit organization. This was done by a teicher who had 
spent a summer working on such a series of units for a year's Work 
with a tenth-grade group she was to start with the follovtfng 
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September. At the dose of the summer’s work her attention was 
called to the nature of learning and the possibility that some of the 
units prepared might not be used if pupil-purposing were genuinely 
respected. Although a couple of the units were subsequently used 
in modified form, at Christmas the teacher reported she had not 
found use for any unit prepared that summer. This she thought 
was due to the development in the war situation and the definite 
shift in pupil concerns by the time school opened. Another teacher 
who carefully planned a tentative program for the year, then spent 
a couple of days "thinking things through” with the group, found 
the pupils purposing many of the problem-situations the teacher 
had anticipated. 

The teacher who is beforehand in preplanning will check care- 
fully die available resource data important for satisfactory study 
of tiie unit or units. What may, for educational reasons, appear to 
be desirable units for study may not have sufficient resources avail- 
able to warrant their study. 

With proper resources available for certain units, the teacher 
should plan how the units may be set up and organized for instruc- 
tional purposes. Here is where information about each member 
of the group becomes valuable as the teacher thinks of the differ- 
ent facets of the unit, and the way each pupil should be challenged 
to a task in keeping with his needs and abilities. The possible 
range of activities that are necessary or which might contribute to 
the enrichment of the unit study should be carefully listed. 

Even though the good teacher does appear to come before the 
class with considerable flexibility to plan with the class the immedi- 
ate problem-situation to be studied, in reality, much planning has 
been done and stage-setting arranged by the imaginative teacher 
to subtly suggest to the group the direction of their purposing. 
Although the group movement may seem to go obliquely to that 
anticipated in the unit planned, the chances are that the unit finally 
selected will have greater educational significance because it has 
some learning relationship to the one planned by the teacher. 


4. Hew Shall the Teacher Guide the Unit Activities? 

After the teacher has made a careful study of the pupils in the 
class and has gone through the exercise in preplanning, he is ready 
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to try his hand at guiding the development of a unit problem in 
the class. There are at least four major procedural steps generally 
recognized in the development of a unit. 0 

1. Initiating the unit. There is no cut and dried way in which 
unit learning may be introduced, as teachers experienced with unit 
teaching know. One teacher, wishing to capitalize upon a serious 
strike situation that had paralyzed transportation in the community, 
sought through a study of this strike to help her pupils better under- 
stand the complex nature of the economic structure in the com- 
munity. From day to day she posted the lead articles and editorials 
from the local papers and trade journals on the strike upon the 
bulletin board in the classroom. As the strike continued, articles 
from magazines of national repute which attempted to deal with 
the issues more objectively and dispassionately found their place 
on the bulletin board, which was fast becoming overcrowded. 

At first only a few curious pupils read the materials displayed 
while most of the class glanced hastily at the bold captions to the 
articles and passed on. Gradually more interest in the articles be- 
came evident, and the pros and cons of the strike became a topic 
of discussion interest among the pupils. Finally, the interest be- 
came so great members of the class wanted to know why they 
could not spend some time studying the reasons for such a strike 
and ways in which future strikes of the kind could be avoided. 
The teacher encouraged a discussion of why the pupils thought 
such a problem was important for them to consider in the class. 
All the reasons given were carefully listed on the blackboard. 
Throughout the preliminary discussion it became clear there were 
many aspects of the problem in which pupils revealed varying 
degrees of interest. This led to the formulation of the statement 
of the problem inclusive enough to cover most of the subsidiary 
questions the class deemed important. 

Another teacher who was teaching within the framework of the 
old subject curriculum with a textbook as the basis of class work, 

6 At this point the reader should study the steps outlined by Kilpatrick, 
Collin gs, and others for the study of "projects.” It will be seen that the four 
steps in "project” development parallel closely the development stages out- 
lined here, and by such writers os Burton, Goetting, Lee and Lee, Rivlin and 
others, listed in die Selected Bibihography at the end of this chapter. F|nr a 
clear statement of the over-all steps in problem-solving which the teafher 
can use in this phase of unit teaching sec "Problem-Solving Techniques* { n 
Bossing, Nelson L. and Martin, Robert R. Youth Faces its Problems, pp. 
6-16. Chicago: Laidlaw Brothers, 1950. 
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v as encouraged by her principal to experiment with the experience 
mit approach. Somewhat cautiously she waited until the class 
liscussion of a topic in the textbook led off somewhat tangentially 
o a problem-situation which was vital for the class but which was 
iot treated adequately in the text. Some time was spent exploring 
he issues involved until the teacher was satisfied the class was 
eally interested, and that the problem would make a worth-while 
init study. She then asked whether the class thought the problem 
mportant enough to consider apart from the textbook. The class 
vas enthusiastic and anxious to begin the study. The wise teacher 
uggested that she did not know the answer or whether it was 
lossible to find a solution to the problem, but agreed that the 
►roblem was important, and that she would gladly cooperate with 
he class in an effort to find a possible solution. 

The alert teacher who has developed experience in initiating such 
nits is seldom at a loss for vital problem-situations that challenge 
roup attack. The environment, be it school, local or the large 
wld community, pi o\ ides a wealth of problem-situations with 
hich pupils are being constantly challenged, or which provide a 
'ady basis for such challenge. It is well to remember that pupils 
r e associated with adults in the home, relatives and friends, who 
*e grappling with real problems daily that baffle and distress 
lem. Youth often vicariously enters into these problem-situations, 
hey frequently identify themselves with the issues as they recog- 
ze their pertinence for themselves, and how these affect them 
)w or threaten their future security. 

The young teacher just beginning, or the older teacher in a stage 
transition from more formal teaching piocedures to the unit, 
ay well begin as the teacher in the second illustration above did. 
ntil the teacher has established full assurance of his ability to 
ilizc the modem educational approach completely, it is well to 
el the security of a safe anchorage in some more or less set course 
study, textbook, or adopted scries of so-called prepared units. 

2. Planning the unit study . This is one of the most vital phases 
unit development It should not be done hastily, because the 
ccess and the expeditiousness with which the work of solving the 
oblem is carried out will depend in large measure on the 
oroughness of the planning done. The things to be considered 
'ring this phase of the unit study are not necessarily considered 
the order that need be followed, but broadly represent the logi- 
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cal procedures in good planning. It is of the utmost importance 
for die pupils to have a real part in this phase of die unit develop- 
ment. It cannot be too often repeated or too strongly urged that 
it is not the solution of the problem that is the goal of unit teaching, 
important as that may be in given cases. The goal is primarily the 
development of skill in sensing and formulating problems, skills in 
planning a valid attack, and the general skill and habit of carrying 
through to a successful conclusion all the processes involved in 
unit learning. 

After the problem for attack has been clearly formulated it is 
desirable to see clearly all the facets of the problem that need to 
be subjected to further study. Pupils under die subde guidance of 
the skilled teacher soon learn to discover these, and to arrange 
them, when necessary, in some logical order of sequential develop- 
ment Many pupils, then, see quickly the general mode of attack 
necessary on the major facets of the problem. Some may require 
library research, other community visitation, and some even manual 
construction activities. It is essential that the principal lines of 
attack upon the several aspects of the problem be recognized be- 
fore the next phase of the planning is undertaken. 

By die time the third phase of planning has been reached many 
pupils have in mind those aspects of the problem about which they 
are most concerned. As an educational device the committee plan 
of organizing the members of the group for active study of the 
problem is most practicable. In a few cases it may be desirable 
for one pupil to work alone on some important aspect of the prob- 
lem, but in most cases where large classes, particularly, are in- 
volved, it is pedagogically better to have committees work on the 
several parts of die problem previously determined. It is at this 
point that the teacher can exercise real leadership in getting the 
proverbial square peg in a square hole. Teachers who use the unit 
extensively in teaching, generally agree that in setting up com- 
mittees individual differences can be best provided for. Com- 
mittee work usually provides for a variety of activities of different 
levels of difficulty and of interest. Voluntary pupil selection of 
committees tends to conform to the level of pupil ability, for the 
obvious reason that a phase of the problem-situation (subrproblem) 
which is far beyond their depth of competency, psychologically 
speaking, is not likely to challenge them. If the teacher sees that a 
serious error in selection is likely to take place, timely suggestion 
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may lead to a proper committee choice. To safeguard congenial 
and successful committee work the teacher must be alert to prevent 
the possibility of clashing personalities coming together in com- 
mittee work. 

Good planning, too, involves a careful study of the source data 
for each committee. While each committee should be left to work 
out many of the details of its activities, there should be an over-all 
awareness of the major materials with which each committee will 
work. This phase of committee planning is closely associated with 
the fifth phase, which must be concerned with the physical locale 
of committee work. In many units the work is of such nature that 
it can be done within the classroom. The use of other available 
rooms helps to eliminate noise and confusion as die committees 
plan their own work. One teacher in a classroom of thirty-seven 
had seven committees working effectively in groups within die 
room. Some committee work must be carried on largely outside 
the school building, some in the art room or shops. All this should 
be foreseen and planned for. 

Two other phases of planning need to be cared for if the unit 
work is to function smoothly. The sixth concern of the planners 
must be an agreement upon some devices for periodic total group 
checking and interrelating the progress of individuals and com- 
mittees toward the solution of the problem. All good planning 
takes into account a possible final or seventh step, namely: setting 
up an estimated over-all allotment of time for the completion of 
the unit, and for the various phases outlined above. Such planning 
gives a sense of direction and urgency to the total unit activity and 
approximates die conditions of normal life activities outside the 
school. 

3. Guiding the work activities. In the over-all planning period 
the large group has had valuable experiences in die art of group 
dynamics, where each has tried to find opportunity to express him- 
self, to convince others, and to think with others toward a common 
goal. This becomes a more varied and valuable type of experience 
where, as a member of a small group, there is greater opportunity 
for interchange of ideas, compromise, agreement, and assumption 
of individual responsibility for one's share of the load, in brief, 
learning the art of successfully working with others — the basis of 
successful living within a democracy. For the teacher it is a test 
of leadership and management ability. 
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This is the phase in which the committees further plan the details 
of their work, collect whatever data is essential to their accepted 
responsibilities, where they accept or reject data proposed, classify 
and organize materials and activities considered germane to their 
purposes, and prepare the form of reports which the nature of 
their materials and the nature of the unit suggest as most appro- 
priate. It is the major phase of the unit and should require the 
lion’s share of the time alloted to it. * 

The teacher will find that this period is likely to be the most 
difficult phase of unit activity. Instead of one group to keep func- 
tioning together there are several groups to keep unified in their 
activities. This is greatly accentuated when groups do part of their 
work in different physical locations where direct supervision is not 
always possible. 

One important factor in the teachers success in guiding the ac- 
tivities of the groups is to see that each committee is clear with 
respect to its particular task, and the elements of successful group 
participation. A visitor to a successful unit teacher entered the 
classroom a few minutes before the class was to convene. As the 
bell rang the teacher excused herself for a moment, turned to the 
class and said: "Are all committee chairmen present? What has 
each committee mapped out for itself to do today?” After each 
committee chairman had outlined satisfactorily what his committee 
had on that days agenda, the teacher then asked r "Now what is 
the function of a good chairman? What are the rules we have 
agreed upon for successful committee work?” After three or four 
simple rules for group behavior, which evidently had been agreed 
upon previously, were suggested by members of the class, the 
teacher said« "All right, go ahead with your work.” With this she 
turned to the visitor and continued her explanation of the unit the 
class was then studying. The committees in business-like manner 
got together and were quickly at work. 

Burton 6 has offered a list of pertinent suggestions to aid the 
teacher in the guidance of the work period. The teacher will do 
well to check the list carefully. 

1. Guide the group during the planning period to develop plans 
which are so definite and so clear that all know what to do and 
how to do it. 

•Burton, W. H. The Guidance of Learning Activities, pp. 292-293. New 
York: Appleton-Century-Crofts, Inc., 1944. 
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2. Check with individuals and committees before they disperse for 
work to see that the more detailed plans are definite and clear. 

3. Anticipate difficulties in carrying out plans as made and be ready 
to call a group conference when the difficulty occurs and before 
discouragement and work stoppage can result in disorder. 

4. Guide during the planning period so that sufficient work is out- 
lined to keep all individuals and groups busy over a reasonably 
long period of time. Replanning will keep the sequence going so 
that lack of work does not cause disorder. 

5. Call for replanning conferences as work develops unevenly. 
Workers may be reassigned and activities redistributed. 

6. Keep in touch with the varied activities by moving from group to 
group, by participation, by asking questions, by making sugges- 
tions, thus exercising both guidance and control. 

7. Foresee certain common opportunities for disorder and forestall 
them by developing with the pupils regular routines: 

a. For having all materials, tools, and supplies ready before 
nued for them arises 

b. For distributing materials, tools, supplies, books, papers, 
quickly and in an orderly manner 

c. For using reference materials, particularly when many pupils 
wish to consult an inadequate number of references 

d. For holding conferences with individual children who ask 
for help 

e. For using as helpers any individuals who may for any 
reason be unoccupied for a time 

f . For moving groups, for observing as groups, without crowd- 
ing or jostling 

8. Introduce new activities to small groups directly concerned so 
that tryout will be without the confusion which might result from 
misunderstandings within a large group and from too many 
persons trying a new process without sufficient guidance 

9. Give constantly, directly and indirectly, training in the conventions 
and routines of group work: taking turns, not interrupting, turn- 
ing to some other aspect of one's work instead of standing around 
waiting for tools or materials in use elsewhere, signing in and out 
for tools and materials, etc. 

10. Develop with the pupils flexible plans for their own activities: 
budgeting time, scheduling group conferences, announcing times 
for individual conferences, etc. 

11. Develop constantly, directly and indirectly, the understanding 
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that freedom carries responsibility, and that self-control and co- 
operation are advantageous to the pupils themselves and not 
something required by the school 

Many types of units imturally lead to some more or less dramatic 1 
farm or concluding activity. Units of a construction type which 
involve manipulative skills usually associated with the making of 
objects, such as furniture, play apparatus, clothing, foods, or those 
activities that anticipate an audience situation, such as art, displays, 
musical renditions, and literary performances, often add to their 
interest and educational values by some form of display of group 
achievement, whether these be within the class, open to the school, 
or for full community observation. These are known as 'culminat- 
ing" activities. Occasionally, units which by their nature suggest 
the desirability of a “culminating” type of activity should be so 
featured. There are definite educational values inherent in this 
form of unit conclusion for the pupils participating and for those 
observing. 

As each unit comes to a close the teacher and pupils should be 
alert to possible leads to other units that have arisen as work on 
the unit has proceeded. Few genuine problems that confront us 
are truly found in complete isolation from the continuum of our 
lives. They are but a part of the total pattern (Gestalt) of our 
living and necessarily infringe upon other aspects of our lives. Con- 
sequently, the exploration of a unit problem-situation should and 
usually does suggest other vital and related problems that may be 
important to study. • 

4. Evaluating unit success . There are two important tnough 
interrelated aspects of evaluation of the success of any unit. The 
first is concerned with the general organizational and procedural 
efficiency of the unit development. That one’s hindsight is usually 
better than one’s foresight few, if any, would deny. As the teacher 
looks back critically over the progress of the unit, generally there 
are many things noted that might have been improved to have 
made the unit click better. The teacher should review each of the 
steps, painstakingly noting possible weakness in his guidance at 
each phase of the unit’s development that might account for some 
of the difficulties that later appeared, or for suggestive changes that 
would have expedited progress through the unit processes. Such 
critical review of each unit taught should enable the teacher to 
guide the next unit more effectively. 

In part the organizational and procedural success contributes to 
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the second aspect of the success of the unit Hie real worth of the 
unit, of course, must be evaluated in terms of how much the. unit 
resulted in an observable change in the behavior patterns of the 
learners. These must be related clearly to the objectives (out* 
comes) set up for the unit. Here the teacher must apply the best 
that is known in modem evaluation procedures. These will need 
to be related to the kinds of behavior skills that unit was designed 
to achieve. Pencil and paper tests may contribute some data for 
evaluation purposes. The pupils themselves can likely contribute 
much to a real evaluation of the unit. Since whatever skills the 
teacher had in mind as the possible outcomes of the unit must be 
related to the pupil purposes that ultimately decided the unit 
studied, evaluation must include the cooperation of the group in 
carefully re-examining the purposes for the unit accepted by the 
pupils and an appraisal of the extent to which they judge their 
purposes to have been realized. It is desirable that at this point 
the teacher help the group to see more fully the larger educational 
objectives that should have been achieved in the unit study. It is 
at this point that the crucial factors in the carry-over of the learning 
experience to new problem-situations can be made clear and their 
realization cooperatively evaluated. Too, it must be remembered 
that an important educational accomplishment of the pupil is his 
competency to evaluate constructively his own and the group's 
activities — the extent to which he and they have succeeded in the 
realization of the unit purposes, the factors which have contributed 
to, and those which possibly have prevented, complete success; and 
what modifications, if any, might have been made in the procedures 
followed that suggest promise of greater success. This competency 
to evaluate one's activities critically and constructively is a sine 
qua non of successful living. 

What actual instruments and procedures may be used in various 
phases of evaluating the learning success of a particular unit are 
varied. In general they are those commonly used in evaluating 
desirable forms of learning. These are discussed at length in Chap- 
ter 9, “How Can Pupil Progress Be Evaluated and Reported?" 

5. How are "Resource Units" Developed? 

Thus far the “teaching" unit only has been considered. Whatever 
may be the disagreement as to the possible types of “teaching” units, 
curriculum workers are agreed that units should be given a twofold 
classification with respect to function. 
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Distinction between "teaching" and "resource" unit 

Strictly interpreted on the psychological basis of the experience 
form of unit recognized in the early discussion of this chapter, a 
"teaching" unit is one planned for a specific group of pupils, in a 
particular school, and for a definite time. As in the example of the 
Long Beach unit, such a unit can be written up only subsequent 
to its use, as it must represent the joint planning and activities of 
the teachers and pupils in their efforts to resolve a vital problem- 
situation. 

This does not preclude the teacher anticipating a specific situa- 
tion and preplanning the possible organization of a unit it is hoped 
the given class will accept as their own for study. This type of 
preparation is evident in the careful preplanning of the teacher 
described in the section of the Long Beach unit captioned "In- 
itiation — An Arranged Environment,” described above as well as 
the data collected on the characteristics of the members of the class. 

On the other hand, a resource unit is concerned with a large 
general problem-situation that may be present in many places under 
varying forms of specific emphasis, for which the major problems, 
issues, activities, bibliographies, evaluation techniques, and other 
resource data have been brought together and organized in the 
general pattern of a unit so that teachers may draw upon it for 
partial data in developing teaching units. 

Form of resource unit 

So-called resource units of all kinds and descriptions are avail- 
able. Some of them keep the essential characteristics of the true 
unit while others are little more than topic areas with extensive 
lists of bibliographies and other source data. A good resource unit 
has a dose resemblance to a good teaching unit in its general 
format In fact many excellent resource units represent teaching 
units that have been somewhat broadened in scope and extensively 
developed with a wealth of suggestions for possible wider use. 
Such a resource unit is presented in general outline from the public 
schools of Long Beach, California. This one is chosen espedally 
so that the differences between “teaching” and "resource” units 
may be clearly outlined as conceived by the Long Bead) schools. 
The two outlines, the "teaching* unit presented above and the “re- 
source” unit presented below, should be studied carefully to see 
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their similarities and differences. This resource unit presented 
below, too, was developed in 1946. It is presented in very brief 
outline. The total unit form is quite extensive with sections cover- 
ing twenty or more pages of outline suggestions. At points the 
word (sample) follows a major section with one or two items listed 
to give the reader an idea of what might be found there. 

A RESOURCE UNIT FOR SEVENTH GRADE SOCIAL LIVING CLASSES 

How the School Environment Provides for the Needs of Pupils 
Preface 

Here the scope of the curriculum is discussed and sixteen “broad social 
functions” of the curriculum are given. Since these were listed in the 
“teaching” unit outlined previously the reader should consult the unit 
in question. 

General Objectives 

The list of general objectives for seventh grade social living are here 
given in a form that represents active behavior as in the “teaching” unit. 

I. Intr/'dtH'tion 

II. Anticipated Outcomes 

A. In terms of Pupil Behavior 

B. In terms of Generalizations (samples) 

1. Education is a continuous process of self improve- 
ment. (10) 7 

4. Knowledge gained and resulting behaviors are more 
important than the marks received. (10, 13) 

13. Good manners are founded on kindness to and con- 
sideration for others. (1) 

III. Suggested Problems (samples) 

A. How can we make the best adjustment to our new school 
environment? 

B. How can the school meet our needs most satisfactorily? 

IV. Analysis of the Unit — How the School Environment Provides 
for the Needs of Pupils 

A. How can I become a Good Junior High School Citizen? 
(samples) 

1. How can I find my way around the school? 

2. What rules and regulations must I know? 

3. What does the student body government do? 

4. Why are schools necessary? 

7 The numbers in parentheses refer to the activities listed in the “Preface” 
which define the scope of the social education curriculum of the Long Beach 
Public Schools, and show the relationship between this unit and the total 
program. 
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B. How Can I Learn to Study Better? (samples) 

1. Of what use are books and other equipment in the 
room? 

2. What is there for me to use in the library? 

C. How Can I Make My Life in Junior High School a Happy 
One? (samples) 

1. How can I make and keep friends? 

2. Why should I have a code of ideals to follow? 

D. How Can I Grow Up Strong and Healthy? (samples) 

2. What health rules should I follow to do my best in 
school? 

5. How can I learn to choose a good, well-balanced 
lunch in the cafeteria? 

V, Suggested Activities 

A. Initiatory Activities 

B. Development Activities (16 pages devoted to this section) 

C. Culminating Activities 

VI. Evaluation 

A. Skill Tests 

B. Personality and Interest Tests 

C. Attitude Tests 

D. Examples of Kinds of Tests and Check Lists Teachers Can 
Make. 

E. Check Lists (See Appendix II-E) 

VII. Bibliography (11 pages of classified references given} 

Appendix I: Audio-Visual Aids 

Appendix II: Tests and Evaluation Devices (21 pages devoted to 
this section) 

Appendix III: Vocabulary Lists 

Appendix IV: Suggestions to Teachers (13 pages de\oted to this 
section) 

Appendix V: Data on Long Beach Public Schools 


Who makes resource units? 

Many times individual teachers, after teaching a unit, rework 
the unit outline to correct faults found during the progress pf the 
unit development with the class. Various parts are amplified to 
provide extensive suggestions which might aid that teacher or 
others who later may teach a closely related unit Teachers often 
have anticipated a possible need for a teaching unit in a general 
problem area and have developed resource units as a precaution. 

Hie resource unit outlined above appears to represent a unit 



Development of Units 95 

worked out In a summer workshop period by some fifteen or more 
teachers mutually interested in the development of resource data 
for possible teaching units. It has been a favored and profitable 
practice for groups of teachers to work together marshalling the 
source data pertinent to a problem-situation area which they recog- 
nize as a fertile area for teaching units. Extensive use of summer 
workshops sponsored by institutions of higher learning has been 
made by schools and teachers where groups could have both die 
guidance of specialists in the curriculum and the larger library 
sources there available. 

It has become a rather widespread practice for school systems 
where many good resource units are developed to make them avail- 
able in mimeographed form at a nominal price. This has made 
possible the sharing of efforts in the preparation of resource data 
with large numbers of teachers and schools. Unfortunately, many 
poor units, and some not truly units, have been published. Teachers 
should be very discriminating in the use of published resource units. 

One of the reasons for the hesitancy of many teachers in the past 
to use die unit plan of teaching has been the lack of such resource 
data available to them. This shortcoming is rapidly being overcome. 
Some commercial and non-profit organizations have given consider- 
able attention to the preparation of resource units. Among the non- 
profit type organization teachers should be familiar with the work 
of The National Association of Secondary School Principals, and 
The National Council for the Social Studies Program. The well- 
known series of resource units entitled “Problem in American Life 
Series,” is typical of such resource units. 

QUESTIONS AND PROBLEMS 

1. (a) From books on “Curriculum” and "Methods” have the class 
collect the definitions given of the "teaching unit.” 

(b) Have the class classify these definitions from the educational 
points of view implied in the various definitions given. 

(c) Have the class decide which definition or definitions it thinks to 
be educationally defensible. 

2. The class may then consider die question: "In the light of the defi- 
nition of the teaching unit accepted by the class, how may units be 
classified as to types?” 

3. In what ways would you add to, disagree with, or modify the 
"Characteristics of a good unit” as presented in the text? 
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4. (o) Have the class evaluate the two teaching units given in the text 
against the “Characteristics of a good unit” given in the text, or 
which the class agreed upon in item 3, above. 

(b) Have members of the class select teaching units found In the 
library and evaluate these units against the class or textbook list of 
“Characteristics of a good unit.” 

5. Have a panel discussion of the question: “Can a teaching unit be 
planned in advance?*' 

6. Have the class compare the procedures outlined in section 4 of this 
chapter with those presented by other writers who discuss pro- 
cedures involved in “guiding the unit activities.” 

7. Have a group or panel discussion on the question: “In what ways 
are evaluation techniques used in experience unit learning different 
from those used in evaluating traditional teaching?” 

8. Have each member of the class prepare the major outlines of a 
teaching unit. 

9. What is the difference between a “teaching” and “resource” unit? 

10. Have the members of the class compare resource units found in the 

library with the one prepared bv teachers of Long Beach, California, 
outlined in the text. In what respects arc they inferior or better 
than the resource unit described in the text? 
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How Can Problem Solving Be Used ? 


1. Why Is Problem Solving Important? 

nportance for life 
Says Averill : 1 

The only worth-while life is a life which contains its problems; to 
live without any longings and ambitions is to live only half-way. 

verill might have gone further and said that a normal individual 
>uld not possibly live his life without facing problems and finding 
►me sort of solution for them. Facing problems is of the nature 
life itself. Even the most elementary existence is filled with 
oblems of finding the physical satisfactions of food, shelter, and 
fety. Dewey echoes something of this primacy of die problem- 
lving aspects of life when he refers to their place in childhood 2 

The child’s primary problem is mastery of his body as a tool of 
securing comfortable and effective adjustments to his surroundings, 
physical and social. The child has to learn to do almost everything: 
to see, to hear, to reach, to handle, to balance the body, to creep, to 
walk, and so on. These operations of conscious selection and arrange- 
ment constitute thinking, though of a rudimentary type. 

These adjustments to which Dewey refers must be made through- 
£ life. As the problems involved grow increasingly complex, die 

1 Averill, L. A. Element* of Educational Psychology , p. 218. Boston: 
>ughton Mifflin Company, 1924. 

* Dewey, John. How We Think, pp. 157-158. Boston: D. C. Heath and 
mpany, 1910. 
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thought necessary to their solution must become correspondingly 
less elementary and more reflective. With the coming of adoles- 
cence there appear problems of larger implication in social adjust- 
ments: mastery of the school curriculum; the choice of a career 
and preparation for it; and later the adult problems of home, 
family, business, and social, and political life. Parker has sum- 
marized this well, in these words: 8 

The practical inventor and the innovator in the work of applied 
science furnish striking examples of the social importance of reflective 
thought. With them rank the great originators of social reforms, die 
men and women who furnish the ideas that more mediocre thinkers 
copy and put into execution. From these great problem-solvers we 
may pass by gradual steps to common everyday men or women with 
their domestic and economic problems and perplexities, such as 
whether to feed the baby cow’s milk or some prepared food; whether 
to whip the youngster or to overlook his misdeeds; whether to eat all 
the meat one desires or to be a vegetarian; whether to let a cold run 
its course or to consult a physician; whether to pay rent or buy a 
home in the building association, etc. Many persons whose vocational 
activities are highly routinized are confronted only by such pioblems 
as these. In the lives of all people, however, they play a very im- 
portant part, and schools are beginning to realize this and to provide 
training that looks toward efficiency in dealing with the problems of 
common everyday life. 

If the solution of problems constitutes one of the important 
aspects of human existence, as thoughtful writers agree, then it is 
incumbent upon the school to give large place to a method of 
training that will enable the individual to increase his power of 
problem solving. 

Relation to learning and the curriculum 

Throughout the discussion in this text thus far there has been a 
constant emphasis upon the peculiar relationship of "education” 
and "learning” to problem solving. Learning, it will be recalled, 
has been defined as the changes in behavior that result from the 
persistent efforts of the learner to make some adequate adjustment 
to an important problem situation. In fact so central is this idea 
in the modem conception of learning that problem solution has 
been considered die basic milieu of learning. 

* Parker, S. C. Method* of Teaching in High School*, Revised Edition, p- 
177. Boston: Ginn and Company, 1920. 
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It Is this fundamental conception of the nature of learning that 
LS led to the present radical readjustment of our thinking about 
e curriculum. The concept of the “experience” curriculum is 
tsed upon the premise that learning basically grows out of prob- 
m-situations, and that the curriculum, therefore, should have its 
cus in problem-situations. This notion of learning and the cur- 
;ulum as discussed in the previous chapter has given validity to 
id popularized the unit form of curriculum organization for 
aching and learning. 

Quite obviously, then, good teaching must make central the 
jjnificance of all that is involved in good methods of problem 
lving for all other aspects of learning. Likewise, in whatever 
ay the teacher can contribute to the better effectiveness of pupils 
the development of their skills in problem solving, the greater 
surance the teacher can have of the greatest educational service 
the learner. 


2. What Is Nature of Problem Solving? 
le nature of thinking 

There are those who assert very little “thinking” takes place on 
ie part of average folk. Among those who deprecate the lack of 
ental effort put forth bv the ordinary person are many of our 
sychologists who insist that much that passes for thinking is in 
ality nothing of the sort. Much in this vein were the remarks of 
ernard Shaw, made on one of his visits to this country. To 
ie press he suggested that the reason he was famous while most 
jople were not was because he did some thinking at least twice 
week. These remarks, uttered rather facetiously, suggest the 
eaning given the word “thinking” by some reputable present-day 
>ychologists. 

>ur types of thinking 

Dewey has endeavored to classify thought processes into four 
pes, beginning with the most rudimentary phases of mental 
itivity and extending to the most complex forms of intellectual 
shavior. He would include, within the meaning >f thought at its 
•west level, idle fancy, day dreaming, or anything that flitted 
Jross the mind without continuity or particular sequence. 

The second stage of thought applies to things not associated 
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with die usual five senses. Imaginative stories and incidents that 
have continuity, but are not acceptable as fact or truth, are in- 
cluded in this classification. 

A third stage of thinking is belief, for which little or no proof 
has been demanded or is possible. Some of these beliefs have been 
accepted without much question, perhaps because they are 
assumed to have been proved. The individual who holds the belief 
has not carefully examined the nature of the evidence that may 
support it. Our prejudices and superstitions, for example, may 
grow out of tradition or instruction through which we come to 
accept uncritically certain beliefs. 

The fourth type of thinking is reflective thought. At this stage 
a critical inquiry into the nature and correctness of our beliefs 
constitutes the highest form of thought process. As Dewey con- 
cludes: 4 "Active, persistent, and careful consideration of any belief 
or supposed form of knowledge in the light of the grounds that 
support it, and the further conclusions to which it tends, constitutes 
reflective thought." 

It is clear that those who have been critical of the capacity for 
and the habit of thinking on the part of human nature, have 
identified reflective thought with thinking, and have ignored the 
lesser forms which Dewey classifies as elemental thought. What- 
ever claims these lower forms of mental activity have-upon us as 
"thinking,” they are not universally so recognized. For the purposes 
of this chapter “reflective thinking” of the highest order is our 
concern. 

Characteristics of reflective thought 

That reflection is commonly regarded as die highest form of 
thought, there is no question. By some it is considered the only 
form of mental activity that can claim the distinction of being 
thought in any real sense. There are certain well-defined character- 
istics of reflective thinking that the teacher should have clearly in 
mind. Possibly the most widely recognized is the classic quotation 
from Dewey, frequendy cited in educational literature. Though 
written more than two decades ago it is as pertinent now <s then. 
With slight alterations and paragraph headings, as used by Parker 
and others who have appropriated this famous passage, die char- 
acterization of reflective thinking by Dewey 5 is given: 

4 Dewey, John, op. cit., pp. 2-6. * Ibid, pp. 12-13. 
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Origin in some perplexity. We may recapitulate by saying that the 
origin of thinking is some perplexity, confusion, or doubt. Thinking 
is not a case of spontaneous combustion; it does not occur just on 
“general principles."* There is something specific which occasions and 
evokes it. General appeals to a child (or to a grown-up) to think, 
irrespective of the existence in his own experience of some difficulty 
that troubles him and disturbs his equilibrium, are as futile as advice 
to lift himself by his boot straps. 

Form a tentative plan based on past experience and prior knowl- 
edge. Given a difficulty, the next step is suggestion of some way out 
— the formation of some tentative plan or project, the entertaining of 
some theory which will account for the peculiarities in question, the 
consideration of some solution for the problem. The data at hand 
cannot supply the solution; they can only suggest it. What, then, are 
the sources of the suggestion? Clearly past experience and prior 
knowledge. If the person has had some acquaintance with similar 
situations, if he has dealt with material of the same sort before, sug- 
gestions more or les* apt or helpful are likely to arise. But unless there 
has been experience in some degree analogous, which may now be repre- 
sented in imagination, confusion remains mere confusion. There is 
nothing upon which to draw in order to clarify it. Even when a child 
(or grownup) has a problem, to urge him to think when he has no 
prior experiences involving some of the same conditions is wholly 
futile. 

Plan not accepted until carefully examined and criticized . If the 
suggestion that occurs is at once accepted, we have uncritical thinking, 
the minimum of reflection. To turn the thing over in mind, to reflect, 
means to hunt for additional evidence, for new data, that will develop 
the suggestion and will either, as we say, bear it out or else make 
obvious its absurdity and irrelevance. Given a genuine difficulty and 
a reasonable amount of analogous experience to draw upon, the dif- 
ference, par excellence, between good and bad thinking is found at 
this point. The easiest way is to accept any suggestion that seems 
plausible and thereby bring to an end the condition of mental uneasi- 
ness. Reflective thinking is always more or less troublesome, because 
it involves overcoming the inertia that inclines one to accept sugges- 
tions at their face value; it involves willingness to endure a condition 
of mental unrest and disturbance. Reflective thinking, in short, means 
judgment suspended during the inquiry, and suspense is likely to be 
somewhat painful. . . . The most important factor in the training of 
good mental habits consists in acquiring the attitudes of suspended 
conclusion and in mastering the various methods of searching for new 
materials to corroborate or to refute the first suggestions that occur. 
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To maintain the state of doubt and to cany on systematic and pro- 
tracted inquiry — these are the essentials of thinking. 

Essential characteristics of good thinking 

From these comments, as well as from other sources, it may be 
well to adduce for the teacher a list of the most essential char- 
acteristics of good thinking. 

1. AbiUty to sense the presence of a perplexing problem. While 
this may be considered as basic to all thinking, it is always a char- 
acteristic of good thinking. Unless a genuinely baffling perplexity 
exists to spur on mental endeavor, the rigorous form of mental 
activity which is the essence of reflective thinking will not take 
place. 

2. Ability to recognize clearly the nature of the problem. Unless 
the individual sees clearly the nature of his problem and can 
formulate it concisely, there is little chance to make a frontal 
attack upon it Many people are only vaguely and uncomfortably 
aware that a perplexity exists; they are unable to bring it out into 
the open and define it clearly. Continued mental confusion must 
characterize the efforts of such people to think. 

3. Ability to hold problem in mind as it is studied. It is easy to 
become side-tracked into blind alleys and by-paths in the effort 
to solve a problem. It is one of the constant dangers in the class- 
room discussion. It is no less a problem of adult deliberative 
groups. Some chance remark in the discussion leads to a comment 
that in turn directs attention to a topic quite irrelevant to the 
subject under consideration. When the enthusiasm engendered b> 
the chance remark has died down, the group awakes to a sheepish 
realization that they were beside the point and the main problem 
still remains unsolved. 

4. Ability and readiness to venture a bold guess or hypothesis. 
Few of the great scientific achievements and discoveries that bless 
mankind would have been possible had there not been those who 
dared to think boldly and to suggest answers to questions often 
revolutionary in character. Galileo and Copernicus, tc mention 
two, dared, even at the price of possible physical violence and the 
certain disapproval of the social leadership of their day, to suggest 
possible solutions to problems that had long baffled mankind 
Experimenters and researchers are frank to admit the value of 
“hunches” in discovery. Often the so-called hunch is a reasoned 
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guess with only a few leads to warrant the hypothesis. Where 
more promising solutions do not seem in evidence, these should be 
followed. Indeed, no less an authority than John Dewey, sensing 
the importance of adventurous thinking, voices a plea for boldness 
and the flight of imagination in the search for truth: 0 

As far as any plea is implicit in what has been said, it is, then, a 
plea for the casting off of that intellectual timidity which hampers the 
wings of imagination, a plea for speculative audacity, for more faith 
in ideas, sloughing off a cowardly reliance upon those partial ideas to 
which we are wont to give the name of facts. 

5. Ability to formulate possible hypothesis or solution . The 
fertile mind is a mind full of suggestions and capable of drawing 
up a well-reasoned plan of attack. After all, the ability to formulate 
a careful statement of the problem is a matter of training and in- 
tellectual endowment. The fact should not be overlooked, however, 
that the power of imagination and the spirit of bold venturesome- 
ness referred to above are phases ot training and endowment im- 
portant in the formulation of an hypothesis. 

6. Ability to examine critically proposed solutions . This is the 
acid test of thinking. Can the individual evaluate critically all the 
factors involved, and analyze and synthesize until, as a result of 
this critical study, there comes a definite conclusion? As will be 
seen later, there are complete systems or techniques of thought 
necessary to the critical study of hypothesis. To evaluate success- 
fully, special devices must be set up as standards to test the 
relevancy of the factors that enter into the proposed solution. 

7. Ability and readiness to cast aside hypothesis found not valid . 
Here the thinker often finds the integrity of his motives tested. 
Thinking implies objectivity and singleness of purpose. One 
hypothesis must be no better than another when it has been 
critically examined and found wanting, but to cast it aside may take 
courage. Hours, days, even weeks and months, and sometimes 
years are involved in the effort to solve problems. It is difficult 
at times to prevent what one has perhaps unconsciously come to 
expect or hope would be the outcome from coloring the results. A 
research professor remarked recently to the writer that he was 
becoming dubious of the spectacular things some experimentalists 
in his field seemed to find. His own experiments had not come out 

• Dewey, John. Philosophy and Civilization, p. 12. New York: Minton, Balch 
and Company, 1931 
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as he had reason to expect they would. He frankly wondered if re- 
sults were not often influenced by what investigators hoped to find. 
Objectivity in critical thought is a crucial thing and exceedingly 
difficult to achieve, because much of our reflection takes its hue 
from the subjective values that pervade all our thinking. Com- 
plete objectivity should, however, characterize rigorous think i n g, 
and there should be no hesitation in casting aside hypotheses or 
proposed solutions when they are founcl invalid. 

8. Ability to maintain attitude of suspended judgment. This is 
closely akin to the characteristic just mentioned. All scientifically 
minded folk, which means all good thinkers, must hold judgment 
in abeyance until all the facts are gathered, weighed, sifted, and 
evaluated. This is very important if correct results are to be ob- 
tained. It is difficult to judge impartially when the hypothesis has 
already been prejudiced. Prejudices will enter in spite of the indi- 
vidual. It is far less of a strain to jump at conclusions and remove 
suspense. As Dewey points out in the lengthy quotation above, 
"suspense is likely to be somewhat painful,” although “the most 
important factor in the training of good mental habits consists in 
acquiring the attitude of suspended conclusion.” 

9. Ability and readiness to recheck conclusions to test their 
validity. This is frequently referred to as the process of verification 
in deductive reasoning. It is highly important to retrace-the steps 
taken to reach the conclusion, and to be sure nothing was over- 
looked, and that errors in thought were not inadvertently allowed 
to escape detection. Even the child in arithmetic is taught the 
importance of rechecking his work to be sure there were no errors 
of calculation or method. 

If these characteristics of good thinking could be made to char- 
acterize the product of our schools, the evils of our political and 
social life would be radically reduced and. the level of our social 
drought would be greatly raised and our civilization considerably 
advanced. Inability to think vigorously, unwillingness to think in- 
tensely and the indisposition to think honestly in large areas of 
human relationships — these arc hindrances to human progress. 

Reflective thinking and problem solving 

By this time it must be perfectly dear to the teacher that when 
we speak of thinking, particularly when reflective thinking is then- 
tioned,nproblem solving is the process we have in mind. A mental 
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pesplexity has been recognized as essential to reflective thought. 
That problem solving is inextricably interwoven into the very woof 
and warp of reflective thinking is frankly recognized by Dewey 
in his classic discussion on "thinking" referred to above. He says: 7 
“Whatever — no matter how slight and commonplace in character 
— perplexes and challenges the mind so that it makes belief at all 
uncertain, there is a genuine problem.” He further ties problem 
solving to reflective thinking in these words: "The problem fixes 
the end of thought and the end controls the process of thinking .” 
Another writer has defined the problem thus: “A problem exists 
for an individual when he has a definite goal that he cannot reach 
by the behavior patterns which he already has available.” 8 

There are two aspects of problem solving the student must 
grapple with which the teacher should keep clearly in mind. Fre- 
quently, both are considered together in a classroom situation. 

The first is the solution of problems commonly accepted as prob- 
lems. New situations are met for which new modes of attack must 
be discovered. This means a careful search for new ways of deal- 
ing with the problem, and the formulation and testing of techniques 
that are adequate for the purpose. In this realm much of our 
mental effort is expended, both in and out of school. 

The second aspect of problem solving takes the student a step 
beyond the simpler solution of a problem near at hand, and at- 
tempts to discover principles and general meanings of an abstract 
character. Here several problem-solving situations may lead to the 
formulation of a principle or abstract concept. Strictly speaking 
the processes are not greatly different. The second may be super- 
imposed upon the first. For example, I may work out a solution 
for a problem that involves reduction of a fraction to its lowest 
terms. If a number of such problems have been correctly solved, 
the student is ready to begin the solution of another problem 
superimposed upon the first, but more abstract in nature; namely, 
the discovery of a general rule for the expeditious solution of prob- 
lems that involve reduction of fractions. Similarly, to develop a 
basis for the abstract concept of justice, it may be desirable to pro- 
ceed through a number of problems familiar to the experience of 
the student, and from these move on to thi acquiring of an 

7 Dewey, John, op. eft., pp. 9, 12. 

8 Gates, A. I. et at., Educational Psychology, Third Edition, p. 449. New 
York. The Macmillan Company, 1949 
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abstract idea of die word “justice.” Both aspects of problem solving 
are important for the school; both are frequently interwoven in 
the same effort at problem solution. 

3. What Are the Techniques of Problem Solving? 

General approach to problem solving 

Broadly speaking, there are two general approaches to the solu- 
tion of any problem. A problem given in the Terman Revision of 
the Binet Scale for the measurement of intelligence, known as the 
“ball-and-field test,” is designed to illustrate either or both of the 
approaches. The person to be tested is told that a ball has been 
lost in a large circular field. He does not know from which direc- 
tion the ball may have come, or whether it was thrown or carried 
into the field. In short, nothing is known except that the ball is 
there. He is then asked to indicate how he could proceed to locate 
the ball. When the writer wanders rather aimlessly about a section 
of the golf course in search of a lost ball, this test invariably comes 
to mind. The candidate who traces a jagged course hither and 
yon over the area of the circular field, without any suggestion of 
plan, is making his attack on the problem by the time honored 
trial-and-error method — if method it may be called. At once it is 
labeled for what it is — an unintelligent procedure in the solution 
of problems. It is akin to the reported study habits of the boy who, 
when asked how he would proceed to study a lesson, replied that 
"he just hopped to it till he got it.” This approach of trial and 
error is the method of animal learning and of the untutored. There 
is a real sense in which men never escape it. To set up an hy- 
pothesis is basically to guess at a solution of a problem and is, 
in essence, trial and error. It was this fact that led the late William 
Jennings Bryan to misjudge the theory of evolution as nothing more 
than a random guess. The degree to which the guess is bolstered 
up by reasoned judgment differentiates it from the trial-and-error 
approach of the person who traces the path of search in the field- 
and-ball test without an apparent plan, except a vague general pne 
to cover the field. 1 

The other general approach is indicated by the person whc\ in 
the test referred to above, pencils a systematized course over 'the 
field, designed to cover every bit of it with the minimum of lost 
motion. The student who organizes a definite plan of attack when 
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confronted with a problem is using a systematic organized plan 
to achieve his purpose. It is this last method that concerns us. 
To be able to perfect an intelligent systematic attack on the myriad 
of problems that the individual meets in and out of school is indeed 
an accomplishment 

Two systematic types of problem solving 

The systematic approach involves two generally recognized pro- 
cedures. The inductive procedure means that thinking moves from 
the particular to the general. That is exemplified when one faces a 
question such as might well be asked in a social-science class, “Have 
all depressions in the United States had a similar cause?*' The 
student would begin by studying every depression through which 
this country has passed, endeavoring to discover the apparent rea- 
son for each. With the reasons carefully noted, he would be able 
to compare the causes so discovered and if they were similar, the 
conclusion or generalization could be drawn. This would be a pure 
form of inductive problem solving. 

On the other hand, deductive procedure moves from the general 
to the particular. Some time ago when a group was discussing 
causation of social political movements, one member asserted eco- 
nomics was the primary determiner of social-political change. Im- 
mediately this hypothesis was subjected to critical examination. 
Movement after movement was called up to discover whether it 
could be explained on the theory of economics as a determiner. 
Other hypotheses were suggested and subjected to the same critical 
review. This is generally considered a deductive form of approach. 

It is clear that in the latter example, when recourse was had to 
particular cases as a means of verifying or disproving the hy- 
pothesis, there was an interrelation evident between deduction 
and induction. Because of this interplay of the one or the other 
in normal thought situations, some treat the procedures of thought 
as one general process. Dewey, in his discussion of induction and 
deduction in his book, How We Think , presents quite convincingly 
the case for the double movement of thought. In ordinary life 
situations, he holds, thinking may start inductively, but it is likely 
to move quickly to an hypothesis and then back to induction 
through verification or rejection of the hypothesis. Possibly as 
splendid an example as may be found of this interplay of the induc- 
tive and deductive procedures may be observed in the tireless 
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researches of Pasteur to discover the action of fermentation, given 
in graphic narrative by De Kruif .® 

“Here are little gray specks sticking to the walls of the bottle. . . • 
What can that mean/* he pondered. . . . “No yeast globes here, no, 
but something different, something strange he had never seen before, 
great tangled dancing masses of tiny rodlike things. . . . Those little 
rods in the juice of the sick vats are alive, and it is they that make 
the add of sour milk — the rods fight with the yeast perhaps, and get 
the upper hand. They are the ferment of the sour-milk add just as 
the yeast must be the ferment of the alcohol!” 

It was only a guess, but there was something inside him that whis- 
pered to him that it was surely true. There was nothing uncanny 
about the rightness of his guess; Pasteur made thousands of guesses 
about the thousand strange events of nature that met his shortsighted 
jeerings. Many of these guesses were wrong — but when he did hit 
the right one, how he did test it and prove it and sniff along after 
it and chase it and throw himself on it and bring it to earth! . . . 

“I can’t study these rods that I think are alive in this mixed-up 
mess of the juice of the beet pulp from the vats,” Pasteur pondered. 
“1 shall have to invent some kind of clear soup for them so that 1 
can see what goes on — 111 have to invent this special food for them 
and then see if they multiply, if they have young. . . He tried put- 
ting some of the grayish specks from the sick vats into pure sugar 
water. They refused to grow in it. “The rods need a richer food,” he 
meditated, and after many failures he devised a strange soup. . . . Then 
on the point of a fine needle he picked up one of the gray specks 
from some juice of a sick fermentation. Carefully he sowed this speck 
in his new clear soup — and put the bottle into an incubating oven 
— and waited. . . . 

He put a drop from the bottle before his microscope. Eureka! The 
field of the lens swarmed and vibrated with shimmying millions of 
the tiny rods. “They multiply! They are alive!” he whispered to 
himself. . . . 

Time and again in the days that followed he did the same experi- 
ment, putting a tiny drop from a flask that swarmed with rods into 
a fresh clear flask of yeast soup* that had none at all — and every time 
the rods appeared in billions and each time they made new quantities 
of the acid of sour milk. . . . Here was the one important fact: It is 
the living things , sub-visible living beings that are the real causfc of 
fermentation! 

•De Kroif, Paul. Microbe Hunters , Text Edition, chapter III. New Tfork: 
Harcourt, Brace and Company, 1932 
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Throughout the search of Pasteur for the answer to the cause 
of fermentation, the double movement referred to by Dewey is in 
evidence. Pure induction, if this were possible, would assume no 
hypothesis but a study of particular cases and then a general con* 
elusion. Pasteur, on a “guess" which had been arrived at by 
numerous incidents of experience that led to an hypothesis, began 
the test of his hypothesis. Finally, after casting aside many hy- 
potheses, and after carefully verifying the one that seemed to 
yield results, he was able to generalize his conclusion, which is 
stated in the concluding sentence of a much abstracted description 
of his procedures. 

Steps in the deductive procedure 

In spite of the fact that much of our attack in reflective thinking 
represents a mixed approach, there is much of problem solving 
within the school and out where the deductive method is necessary. 
There are four step.. Msually given to guide deductive procedure. 

The first step is the clear recognition of the problem. This, as 
we have seen, is a universal characteristic of good problem attack. 
The nature of the problem must be clearly understood. Often the 
problem is not sharply defined, and cannot therefore “properly con- 
trol the process of thinking.” At this point deduction and induction 
have properties alike. Note, however, that a different manner of 
stating the problem may make a different method of solution more 
appropriate. Instead of, “Have all depressions in the United States 
had a similar cause?” substitute, ’“War has been the primary cause 
of all depressions in the United States.” Here a problem has been 
so stated that 4 the end controls the process of thinking” in a differ- 
ent direction: the statement of the problem has in itself set rp the 
second step in deductive thought. 

The second step is the search for tentative hypotheses for the 
solution of the problem. The first statement of the question in the 
foregoing paragraph left it optional with the individual whether to 
make an attack via a careful analysis of the cause of each depres- 
sion before drawing a conclusion, or to set up an hypothesis and 
then test the guess. The latter would, of course, be a clumsy long- 
drawn-out way to attack the problem, but it migh 1 be done. Choice 
of procedure is predetermined by the nature of the second state- 
ment. The two problems in reality are not identical. The first 
seeks the one underlying cause of depressions if such exists; the 
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second, rigidly Interpreted, demands only that "war” as a cause of 
all depressions be proved or disproved. When this has been done, 
die first question may or may not have been answered. In die 
second step an hypothesis has already been set up as the point of 
departure in die problem attack. When this is true, the second 
step is omitted and the third merely assented to. Usually, how- 
ever, in any attempt to solve problems where the range of possi- 
bilities is great, the tendency is to cast about in experience, reason, 
and observation for data that will give sbme hopeful clue. Other- 
wise interminable time might be spent in running down dues, 
which careful examination on the basis of experience and observa- 
tion would have quickly rejected as non-probable leads. This step 
was clearly the one used by Pasteur to arrive at a tentative hy- 
pothesis. 

The tnird step in deductive procedure is the formulation of a 
tentative hypothesis that appears to have promise as a probable or 
possible solution of the problem. Where the problem has been 
so stated as to set up the hypothesis, acceptance of it is all that is 
necessary as a point of departure. If we go back to the question, 
“Have all depressions in the United States had a similar cause?” 
since there are so few cases to cover, it might be simpler to ex- 
amine the separate depressions for their causes without an hy- 
pothesis. Were the question one that admitted of almost unlimited 
conjecture, then the desirable thing to do would be to search for 
and to formulate a tentative hypothesis or reason that seemed 
plausible. The student of logic can find some aid in syllogistic 
reasoning. If the major premises seem to hold up in the chain of 
reasoning involved, it is a possible hypothesis to accept. 

The fourth step in the deductive approach is that of verification. 
This is, of course, the crux of the deductive procedure. Here a 
careful examination of the factors that entered into the setting up 
of the hypothesis must be meticulously made. Where the problem 
involves possible recourse to documentary sources, the student 
must consult the evidence for or against. If the problem is df the 
nature which requires experimental procedures, as in the cafe of 
Pasteur quoted above, then the testing must take place in the at- 
mosphere of test tubes and the laboratory. Much of the technique 
of the traditional school science laboratory experiment is nothing 
but a verification technique of a low order. In some phases of prob- 
lem solving this verification by repetition is impossible as well as 
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costly in time. The last is not a justifiable basis for the omission 
of this important phase of training in problem solving. There are 
far too many people, both in school and out of it, ready to go off 
half-cocked without subjecting their apparent findings to the most 
rigid scrutiny. Often the nature of the problem is such that a 
retracing of steps for verification is impossible. Many of the experi- 
ments that throw light on our social problems, for example, are not 
readily subject to repetition. Another form of verification, then, is to 
check the hypothesis against known facts or accepted standards of 
procedure to determine its validity. This is a short-cut form of 
verification technique quite widely employed. Incidentally it ex- 
plains in part the researchers’ practice of reporting meticulously 
the technique of research employed, with the results of each stage 
of development of the study carefully recorded. The correctness 
of the technique, judged by accepted standards of procedure, and 
the legitimacy of the inferences and conclusions drawn from the 
data adduced can thu.> be carefully examined and verified or 
rejected. 

Steps in the inductive procedure 

The inductive procedure in modified form is possibly the most 
commonly used in problem-solving school work. There are certain 
problems that demand this approach. It should be recognized by 
the teacher that two procedures are clearly available, each with 
a distinct advantage. On the other hand, the teacher should know 
that many problems confront us psychologically and should be at- 
tacked on that basis, though the intertwining of two logical pro- 
cedures may be involved. If Dcwev be followed, it may be con- 
sidered more natural for overlapping to occur. 

The first step in the inductive procedure is the clear recognition 
of the problem. It is identical with that of the deductive pro- 
cedure, and need not be explained further. 

The second step in the inductive procedure is the search for 
data. In the question previously used as an example of simple 
induction, “Have all depressions in the United States had a similar 
cause?” the second step would involve a study of the history of the 
United States and a gathering together, from all histi.ical or inter- 
pretative economic sources, of the evidence about each depression. 
It is true that in every one of the cases studied the full cycle of 
inductive procedure would probably be employed on each depres- 
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sion in die process of the collection of data for the larger question 
raised. In any event the data assembled would include all pertinent 
evidence of die cause of each depression period. 

The third step requires the careful sifting, comparing, and ab- 
stracting of the significant data collected. In the actual assembling 
of data no such airtight compartments in mental processes would 
be likely to obtain. The student would be sifting, comparing, and 
abstracting relevant from irrelevarft materials, though the actual 
comparison and abstraction of pertinent facts on the main problem 
might not take place until all data had been collected. The normal 
expectation would be that steps two and three would move along, 
in part, simultaneously. In this step rigorous thinking is required. 
Keen analysis and a sense of the pertinence of data are important. 

The fourth step is generalization. Again this phase of mental 
activity in problem solving no doubt parallels in some measure 
step three. It is difficult for the active mind to carry forward the 
steps of procedure in such complete isolation. At best these pro- 
cedures indicate only the principal phases in the order of their 
predominance, rather than any isolated elements in mental be- 
havior. Generalization has two phases to it. The first consists of 
the organization of data in such a way as to permit a view of its 
main outlines and points of convergence. The second involves the 
drawing of necessary conclusions or inferences from all data so col- 
lected, compared, and organized. Either there has been discovered 
an underlying uniform cause for recurring depressions in American 
history, or no uniform cause "was found to exist It is almost cer- 
tain that actually much more was learned than the immediate 
answer to the question, for the concomitant learning of most fre- 
quent causes, if such exists, would have resulted from the quest of 
the answer to the original question. 

4. What Are Some Problem-Solving Methods? 

The Herbartian "Formal Steps" an inductive procedure 

The nearly forgotten once famous Herbartian Formal Steps in 
teaching represent one of the early efforts to develop the inductile 
procedure into a teaching formula. If the later abuse of the batfic 
idea through misuse of the formula is forgotten, there is much tJjat 
is still helpful in the underlying ideas of Herbart. There is no 
reason why teachers may not modify the teaching technique of a 
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basically sound form of learning into a modern pedagogical form 
of directing pupil learning. 

1. Preparation . The first formal step of Hcrbart was preparation. 
In this phase there was to be aroused in the mind of the student 
a conscious need to solve a problem, and to lead the student to a 
clear recognition and understanding of the nature of the problem. 
In this connection past experience was recalled to give meaning 
and vitality to the problem* about to be attacked. In terms of 
modern pedagogy, this step serves to pro\ide the motivation and 
understanding of the problem so fully stressed. In the language 
of the old colored man, it provided the “rousements.” It is thor- 
oughly psychological in that the establishment of a genuine per- 
plexity is both a characteristic of good thinking and a primary 
purpose of this step. 

2. Presentation . The second formal step, presentation, paralleled 
the inductive step — the collection of data. In this step Herbart 
carried forward the actual presentation to the students of the new 
materials to be learned. Inasmuch as the Herbartian theory pre- 
supposed the teacher rather than the student as the actor the data 
was given in lecture form. If the student's interest had been 
thoroughly aroused as contemplated in step one, then he would 
be alert to all the data presented. The tcachtr marshaled before 
the students the examples, incidents, and pertinent facts necessary 
for the solution of the problem outlined in step one, and the teacher 
of course was the judge of the completeness and relevancy of the 
data offered in the class. 

3. Comparison and abstraction. The third step involved the 
effort to analvze the data presented and to organize it into signifi- 
cant relationships. The discussion applicable to step three of the 
inductive procedure may be used here also, except that in the 
Herbartian scheme the actual responsibility tor the demonstration 
rested with the teacher, the students following with rapt attention 
and occasional questions. 

4. Generalization . The fourth and final step, in the Herbartian 
formal steps, meant the summary of the critical and careful evalu- 
ation of the preceding step into a general conclusion or statement 
of a principle, as the case might warrant. 

5. Application. This was the fifth step adi^d by Herbart’s fol- 
lowers. They recognized the fact that although inductive reason- 
ing actually completed its cycle and the problem was solved in 
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the four steps Herbart had developed, yet for practical pedagog- 
ical purposes the student had not always clearly in mind the salient 
features in the lesson. It was important to be able to apply this 
knowledge or understanding to new situations and thereby to fix 
these ideas more firmly in mind. The teacher, or sometimes the 
students, therefore applied the new generalization arrived at in the 
fourth step to many new particulars. This had an additional peda- 
gogical value, in that it insured the dbstraction of the conclusion 
or principle from association with the original framework of the 
problem. In this the followers of Herbart were on psychologically 
firm ground. This step is, of course, deductive in nature, and 
usually a desirable one to follow after a purely inductive procedure 
has been completed. 

It should be obvious that in the Herbartian Five Formal Steps 
the teacher has at hand a problem-solving technique of no mean 
worth. The fact that it has been made unpopular, through misuse 
by teachers who have taken over its form without a full appreci- 
ation of its spirit, should not relegate it to the limbo of forbidden 
methods. Rejuvenated in the light of modern psychological theory 
and educational thought, the Herbartian five steps can be effec- 
tively utilized as a problem-solving method. For example, there is 
no reason why the burden of effort should not be transferred to the 
shoulders of the student instead of being carried bv the teacher. 
The classroom situation can be so organized that the student as- 
sumes direct attack upon the problem under the teacher s general 
guidance. The attack may be made, and broadly developed through 
the steps laid down by Herbart, with the student in the role of 
chief executor of the attack as general and buck private, and the 
teacher in the role of technical adviser. There is no reason why the 
Herbartian formal steps reconstructed to conform to our best edu- 
cational ideals may not at times be applied to the lecture or recita- 
tion methods. 

The Morrisonian "Teaching Cycle and Problem-Solving" 

Closely akin to the Herbartian formal steps is the cycle plan Qf 
teaching as applied by Morrison to what he calls the science type 
learning. It may be taken to represent what was spoken of in the 
last chapter as a reconstruction of the Herbartian formal steps. 
While the processes are somewhat similar, there are radical dif- 
ferences which only a detailed study will fully reveal. It is not in 
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place here to enter into a comparison of similarities and differences. 
Sufficient to say both are based upon the inductive procedure, and 
as such represent two teaching methods that are applicable to 
problem solving. The cycle plan is admirably adapted as a prob- 
lem-solving technique. A brief statement of the central idea in 
each of the five steps will serve to show the utility of Morrison s 
plan for problem solving. 

1. Exploration , Morrison says, has three main purposes; namely: 
economy, the establishment of an apperceptive base, and orienta- 
tion. It serves to eliminate needless repetitions of phases of work 
previously studied by acquainting the teacher with the students 
background for the unit to be studied. It serves also to tie up the 
experiences of the student with the problem to be studied and thus 
motivates him. Oral questions, discussion, and occasional written 
tests are used to orient the teacher into the preparation or the class 
for what is to follow. 

2. In presentation the teacher gives to the class, by lecture or 
demonstration, the essential understanding of the unit. Details are 
omitted. The ideas are presented in a simple straightforward man- 
ner calculated further to arouse interest and give focus to the more 
detailed study ahead for the student. A presentation test is then 
given to determine which of the students have not understood. If 
exploration and presentation are taken together, they may very 
roughly be paralleled with the first step of the inductive procedure 
previously discussed. 

3. The assimilation phase plunges the student into the details 
of the understanding he seeks to acquire. Here he learns to collect 
the data of that understanding from sources which the teacher has 
made available to him in the form of lists of reference books, mim- 
eographed sheets, etc. The ideal arrangement demands that these 
sources be readilv available in the classroom where the student in 
a laboratory or directed-study situation gathers together the per- 
tinent data of the understandings sought. Again, this step parallels 
roughly the second and to some extent the third steps of the in- 
ductive procedure. 

4. The organization step carries forward the work of the last 
phase into a coherent logical statement of conclusions, or the essen- 
tial basis for the understandings that have w eliminated from the 
study. This is the acid test of his understanding or, speaking in 
problem-solving terms, his solution of the problem. This step cor- 
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responds closely to the fourth step in the inductive procedure, 
though overlapping the third step somewhat. 

5. The final step, recitation , does not contribute to the further 
understanding or solution of the problem except as an attempt to 
convey the results of one’s study to others fixes the understandings 
more firmly or gives final clarity to one’s thinking. In this phase 
some students present orally the results of their organization and 
understanding, while the rest of the fclass offer written summaries 
of their work. Following the “floor talks” a period of questioning 
and comment may take place over the reports given. 

The strong similarity between the first four steps of the Mor- 
risonian “Cycle Plan” of teaching for the science type units and 
the inductive procedure becomes quite evident as each step is 
studied and the relations noted. They do not parallel each other 
exactly, as might well be expected when a procedure for develop- 
mental reasoning is compared with a definitely refined technique 
of teaching method built upon this developmental process in think- 
ing. 

The project method 

Originally the “project” had reference to a method of problem 
solving largely associated with practical problem-situations of a 
manipulative or constructive nature in manual arts or agriculture. 
As problem-solving procedures became accepted as educationally 
more important, the techniques of the “project” were recognized 
as having broad application value in all typos of problem-solving 
situations. Particularly has this been true as the emphasis has 
shifted from primary responsibility of the teacher to that of the 
pupil in the actual process of learning. Pedagogically the method 
is fundamentally sound and contemporary in applicability to prob- 
lem-solving learning. All authorities on method accept four steps 
in the project-method procedure and agree on the nomenclature of 
those steps. These steps are: Purposing, Planning, Executing, Judg- 
ing. These will be seen to approximate closely the steps suggested 
for problem solving. j 

1. Purposing . Throughout the whole of modem methodology 
is heard the note of emphasis upon motivation. It was stressed 
particularly in the consideration of the problem method. It is re- 
turned to here. A special virtue of the problem is that it arousfes 
mental perplexity that leads naturally to a desire to find relief from 
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ihe mental disturbance thus engendered. Because of its practical 
problematic nature, the project should enlist the wholehearted 
cooperation of the student even more effectively. Ideally, as all 
admit, in cases where the project originates with the pupil the 
fullest measure of genuine purposing is achieved. It is his own. 
There is a definite urge present to carry it out to completion. As far 
as possible, the students should be encouraged to originate projects. 
There are difficulties of a very»real nature, however, in undirected, 
pupil-initiated projects. The all-absorbing thing that the student 
may be emotionally set to do, possibly has little educative value. 
Or, it may have educative value for another time and place, but 
little value in contributing to the immediate needs of the student 
in the particular learning stage which he may have reached at the 
moment. Continuity and next steps may, indeed probably will, 
have much to do with the determination of the appropriateness of 
a given project at a particular time. The grave danger of over- 
emphasis upon student initiative in the selection of projects lies 
just here. The projects are likely to be devoid of educative value 
on the one hand, or, if valuable educationally, they may be badly 
misplaced, with the result that they benefit the student very little. 
The good teacher knows that the average student is readily sus- 
ceptible to suggestion. It is usually not difficult 'o lead the student 
to desire or purpose to do the things which the teacher's larger 
perspective and knowledge indicate should be done. The imma- 
turity of the student, as contrasted with the maturity of the teacher, 
dictates the wisdom of the teachers selecting the projects that best 
meet the educational needs of the student, and then challenging 
the student's acceptance of these projects. 

It should be borne in mind that the genius of the project lies 
in the wholehearted enlistment of the student in the doing of it. 
If this is not secured, the project has little more value than any 
other method. In one sense it is no more a project than the problem 
is a problem when no true perplexity exists. The motions of project 
performance may be discharged, but the significant values, the 
peculiar virtues resident in the method, will not be realized. 

2. Planning. Once the project has been wholeheartedly accepted, 
the students usually are eager to get the task under way. Impetu- 
ous youth may be more eager to “do” than , “plan.” None the 
less, the crux of the project method is in the planning. It is the 
important phase of the problem-solving aspect of the project. The 
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success of the project depends upon the care with which the details 
of procedure in the undertaking have been worked out. The 
student should carry the chief responsibility for planning. He 
cannot achieve vicariously the power of good planning. The 
strategy of good planning comes only by constant intelligent plan- 
ning, with some errors; but with the errors, comes wisdom. Too 
often learning is acquired only at the expense of costly mistakes. 
The school seeks to reduce the need, for such expensive learning to 
a minimum. For this reason, the teacher will not permit errors of 
too serious a nature to occur. Subtle guidance will steer the 
student past the most serious pitfalls, but the wise teacher will 
probably allow a certain number of minor errors to occur so as to 
make the student conscious of the need for alertness, and for the 
most critical examination of every proposed step in the carrying 
forward of the project. The competent teacher will guide the 
activity by subtle questions that direct the student’s attention to 
problems of procedure, force a careful appraisal of a given step in 
the development of a plan of action, and in consequence lead the 
student to an habitually critical study of a plan before the plan 
is adopted. A written statement drawing up the details for the 
execution of the project gives the student excellent training. It 
forces him to think exactly instead of in the vague way in which 
one is too likely to think when he has not forced himself to commit 
his cogitations to objective statement. More than that, he can ex- 
amine deliberately and criticallv every proposed step for the accom- 
plishment of the project. When group acceptance of a common 
project has taken place, the teacher may act as discussion leader 
to draw from the group a desirable plan for the execution of the 
project. 

3. Executing. The execution of the project is the most interest- 
ing phase of project teaching. In the eager mind of the student 
this is the most vital part of the project procedure. He finds here 
that activity and the doing of things of a tangible nature, in which 
are developed immediate interests of a most challenging sort. It 
will be relatively easy for the student to become lost in things he 
is doing and to overlook the original purpose of his activity. Ev^ry 
phase of the activity should be directed toward the realization *of 
the objective that brought the project into being. 

As far as possible, the teacher should see that necessary mate- 
rials arc readily available. As in the problem method, the student 
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should be able to keep attention and energy centered on the edu- 
cative aspects of the project, and not allow time and effort to be 
dissipated in fruitless bypaths. If too much effort is given to non- 
essentials, the focus of attention will be diverted from the project, 
and interest will lag as well. 

The student may prove to be “all thumbs and no fingers” in the 
execution phase. It may require excessive time to do things the 
teacher realizes he could do tn but a fraction of the period allowed 
the student. Teachers, at times, to escape the discomfort of slow 
clumsiness, are prone to want to do things for the student They 
must curb their impatience, and realize that this is a vital part of 
the youth s training. Anyone doing things for the first time is likely 
to be slow and awkward. It is to be expected of the student. This 
is his royal road to learning. It cannot be short-circuited without 
loss to the individual. When excessive slowness tends to hold 
back a class, it may be necessary to speed up the work of the 
individual for the benefit of the group. Not only will project work 
seem slow to the mature teacher, but the product of the work may 
be very crude. Even so, the value or need of the project might be 
in question if the work bore evidence of too much finish. It is the 
training that counts when the best efforts of the students have 
been put forth. 

The teacher needs to observe closely the progress made while 
the execution phase is in progress.* Plans should be followed care- 
fully. The student should be trained to follow plans as carefully 
as he is trained to make them, and at the same time he should be 
taught to maintain a critical attitude toward those plain. He 
should be taught to be critical of every phase of the execution 
technique Auto-criticism was a factor in Binet’s judgment of 
mental ability. Certainly it is indispensable to the student who 
wishes to profit by his experience. This is essentially a supervised- 
study phase of teaching, and the teacher should adopt much the 
same attitude and technique as that which applies to supervised 
study. There are times when an appropriate suggestion will be in 
order. It may be that in some constructive phases, where mechan- 
ical skill is necessary, the teacher at times may well give discrim- 
inating assistance. The teacher must at all times act in the r61e of 
friendly stimulator, lest enthusiasm falter in difficult or non-spec- 
tacular pltases of the projects execution. Projects should not be 
abandoned partly finished. The student should be taught the prac- 
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tical values of seeing a thing through to completion, at whatever 
cost 

4 Judging . The final stage in project learning is the passing of 
judgment upon the finished product. The student who has com- 
pleted the task set before him lias achieved something. What is 
the worth of that achievement? “By our mistakes we learn,” some- 
one has said. This is true, of course, if we have been made aware 
of our mistakes, and further, if we 'have had some constructive 
suggestions as to wavs in which improvement might be made 
either in the finished product or in the techniques to be used in a 
similar project undertaking. 

Here again the tendency of the teacher will be to act as judge 
and jury without reference to the students. The procedure here 
must be conditioned by the circumstances. If the project is indi- 
vidual, the student should become as far as possible his own best 
critic. The teacher should equip him with the necessary standards 
of evaluation and guide him in his use of them. As occasion may 
demand, the teacher may become judge, but only when student 
judgment proves inadequate. The student receives a most valuable 
training in self-criticism. Psychologically it is a well-established 
fact that self-criticism will be received more gracefully than will 
suggestions from others. 

Where group activity is involved, student judging is most desir- 
able. It is the student who needs to develop powers of critical 
analysis and the ability to offer constructive suggestions. It has a 
wholesome effect on the morale of the group to be given the re- 
sponsibility of evaluating their own project work. A student is 
more likely to receive seriously the judgments of his peers than 
he would those of the teacher. The average student is much more 
concerned with the opinions of those of his own age or set than 
with any others. The teacher should take advantage of this addi- 
tional spur to student incentive. Codings suggests 10 four pro- 
cedures in student judging that deserve the careful study of the 
teacher. 

First , suggestions for changes either in what has been done, |>y 
additions, eliminations, modifications, etc., or completion of phases 
of the plan which for some reason may have been neglected. 

10 Collings, Ellsworth. Progressive Teaching in Secondary Schools, p. 40. 
Indianapolis: The Bobbs- Merrill Company, 1931. 
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Second, evaluation of the improvement; how it might be done; 
whether it is now feasible or desirable to do it. 

Third, the opportunity to express a judgment for or against sug- 
gested improvements. 

Fourth , the actual execution of the improvements where such are 
deemed necessary. 

Suggested method 

A more general approach to a problem-solving attack is offered 
than the methods given above suggest. The broad procedural steps 
for problem solving are given, followed by their application to a 
problem-situation which it is hoped may be helpful both to teach- 
ers and students. The technique illustrated is particularly pertinent 
to unit teaching. 

Steps in Problem-Solving Technique 11 

I. Recognize th*» difficulty (problem) 

A. Locate the source of the difficulty. 

B. Discover the particular aspects that are disturbing. 

C. Decide in what area this difficulty falls. 

1. Determine whether the difficulty is purely personal, about 
which a principal, counselor, or teacher should be con- 
sulted. 

2. Determine whether the difficulty is of a nature that its 
solution requires the cooperatise effort of a number of 
others, such as the class, a club, or similar group. 

D. Decide whether the difficulty is of real or vital concern. 

II. State the difficulty as a problem 

A. Determine clcaily the natuie ol the difficulty. 

B. Be able to fot initiate this difficulty as a problem. 

C. Decide whether this is a major problem in itself or only a 
part of another problem. 

D. Determine whether related problems should be considered 
in the solution of this problem. 

E. Discover whether there are facilities available with which to 
attack this problem. 

F. Decide whether it is possible to set up tentative hypotheses 
as a guide for attacking this problem. 

III. Attack the pioblem 

A. Collect the data. 

11 From Bossing, Nelson L. and Martin, Robert R. Youth Faces Its Problems, 
pp. 7-9. Chicago: Laidlaw Brothers, 1950. 
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1. Outline what you already know about the problem. 

2. Find out what others have done toward the solution of 
this problem. 

a. Build a bibiliography, examine the literature, talk with 
other people in the community. 

3. Decide whether additional information is necessary, 
a. Collect necessary data or information from the library, 

from reading, personal interviews, questionnaires, or 
experimentation. 

B. Organize the data 

1. Decide what mechanics are involved in recording this 
material conveniently: loose-leaf notes, cards, snapshots, 
original drawings, charts, containers ior bulk material, 
indexes of library materials. 

2. Decide how the data collected may be organized most 
advantageously for study. 

C. Analyze the data 

1. Decide upon the relevance of the material collected to 
the problem involved. 

2. Decide what weight should be given to the various items 
collected for purposes of interpretation. 

a. Determine whether all data collected have equal value 
for testing the hypotheses. 

b. Determine why some evidence is rejected as invalid 
and other evidence accepted as valid. 

IV. Draw conclusions 

A. Determine what conclusions appear possible in the light of 
an analysis of the data available. 

B. Decide what conclusion appears to bo most adequately sup- 
ported by the evidence. 

C. Decide whether the weight of evidence appears to be final 
and conclusive for any single conclusion or group of con- 
clusions. 

V. Implement the conclusion 

A. Decide whether the conclusion suggests further action. 

1. Consider whether an individual or group should carry 
out the conclusion. 

B. Determine the types of action implied in the conclusion. 

C. Decide what must be done to put the conclusion into effect. 
Consider whether a community project is involved. 

D. Determine whether additional related problems need further 
study. 

That teachers and students may see graphically how this prob- 
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lem-solving technique can be applied in a specific problem-situa- 
tion, a problem of a general nature has been selected for an 
example. A general problem formulated from a local incident of 
pupil concern is attacked according to the method of problem 
solution outlined above. 


Application of # the Technique in a 
Problematic Situation 

Problem 4, included at the end of Unit 1, Area 1, of this book, 12 
reads: Many women have been leaders in the struggle for women’s 
rights . Why have these women devoted so much time and attention 
to the issue of womens rights? 

This is closely tied in with an incident which occurred recently in a 
certain community. A popular teacher was married before school started 
in September, and her resignation was demanded because her husband 
was employed at a good salary. This aroused the school, and the gradu- 
ating class in pa r tic hr. At once many questions arose relative to the 
rights of women: 

Why do women, not men, have to give up their maiden name in 
marriage? 

Are women discriminated against in employment opportunities? 

Can women expect equal pay with men for equal work? 

Will the girls have an opportunity to compete on equal terms with 
the boys for jobs after the class graduates in June? 

Is it possible for girls to compete with boys in their professional 
aspirations? 

The boys raised the question of the possibility of marrying enny and 
maintaining the standards of living if women were to be denied the 
right to work after marriage. Many boys knew of incidents of discrim- 
ination that had affected mothers, sisters, and other relatives. 

I. Recognizing the difficulty (problem) 

A. Teacher and pupil discussion and planning brought out the 
following general agreements: 

1. Several students had had real difficulty over the question 
of women’s rights. 

2. Several points at which real questions have arisen over the 
issue of women’s rights were recognized: 

a. Some students felt that their sisters, mothers, and women 
relatives were discriminated against 1 a number of ways. 

12 From Bossing, Nelson L. and Martin, Robert R. Youth Faces Its Problems , 
pp. 11-15. Chicago: Laidlaw Brothers. J950. 
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b. Some girls were greatly concerned about the matter of 
competing with boys in the class for jobs upon graduation. 

c. Several girls with professional aspirations found certain 
fields apparently closed to them. 

d. Most girls anticipating the possibility of marriage were 
agitated over what they believed to be the loss of legal 
ficedoms, even loss of certain legal protection, in the 
event of marriage. 

e. Many boys were concerned about maintaining their liv- 
ing standards if the girls they married lost their positions 
as the result of marriage. 

f. The class was concerned that men and women might be 
able to participate equally in political activities. 

3. The issue of women’s rights was sufficient] v bioad to involve 
the interest of all: for most of the members of this class, 
personal and large-scale implications of this issue seemed 
vital to personal happiness, to community welfare, and to 
democracy as a way of life. 

II. Stating the difficulty as a pioblcm 

A. At first several boys made the point that it looked to them as 
though some of the girls were actually concerned about “su- 
perior” rights to men. Quickly it became clear that the real 
difficulties arose over the belief of the girls that women were 
in fact accorded “inferior” status with men. All agieed that 
the heart of the difficulty could be clanfied in the form of 
major questions: 

1. Why have women believed there were lights accorded to 
men which they did not share? 

2. What is the nature of these rights which women believed 
they did not have? 

3. What evidence is there that women still believe they are 
not accorded equal rights with men? 

a The class cited the recent legislative pioposals before the 
81st Congress of the United States to accord to women 
further equality of rights. 

b. They pointed out the current widespread agitation among 
women for equal employment opportunities. 

4. Are there fundamental ability differences between the s$xes? 

5. Would not the continuance of this feeling of unequal $ghts 
on the part of women create disharmony between meit and 
women? 

6 Does not inequality of womens rights violate democratic 

ideas? 
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7. May not the fact that women feel strongly that they do not 
have equal rights with men lead to serious emotional mal- 
adjustments? 

B. After considerable discussion, the class finally set up their 

problem in a twofold form: 

1. To what extent does there exist an inequality of rights be- 
tween men and women? 

2. What stand should this class take on the question of 
women's rights? * 

C. To further clarify thinking on the many aspects of the issue, 

the following hypotheses were set up to be tested by the evi- 
dence collected by various committees: 

1. The problem arises out of biological differences between the 
sexes, and nothing can be done about it. 

2. The problem is one of inequality between men and women 
under the law, and legislative action will be r r juired to 
solve it. 

3. Discrimination between men and women is inherently tra- 
dit *na\ and the only solution is to change social traditions. 

4. This is a pseudo-problem because, although men and women 
have been granted the franchise, a majonty of them fail to 
exercise it. 

5. There is really no problem, because men and women are ac- 
corded equal rights at the piesent time. 

6. The problem arises out of a situation that is largely eco- 
nomic and social and must be solved through appropriate 
economic-social reform. 

III. Attacking the problem. 

A. Collecting the data 

1. Each committee chose the particular hypothesis or which 
the membeis wished to work, and collected data accordingly. 

2. Classroom activities involved preparing bibliographies, look- 
ing up references in the school library, preparing maps, 
charts, tables, and graphs, drawing up questionnaiies, and 
schedules, planning interviews, arranging talks by com- 
munity leaders. 

3. Acthities outside of class involved interviewing persons, 
distributing and collecting questionnaires, taking pictures, 
making field trips, observing. 

B. Organizing the data 

1. This involved the marshaling of dat largely from printed 
and written sources, from personal interviews, and from 
questionnaires. The class committees, therefore, felt that a 
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uniform plan of recording should be followed. It was de- 
cided that most of the data could advantageously be re- 
corded upon separate cards or sheets of paper of uniform 
size. Certain suggestions were agreed upon: 

a. One major idea should appear on each separate card or 
piece of paper. 

b. The idea should be conspicuously captioned at the top 
of each sheet or card. 

c. Each card should be fully documented as to the source 
of the idea recorded on it. 

d. The cards or sheets of paper should be carried in a small 
folder or container while information was being collected: 
from time to time they should be transferred to a more 
permanent type of container which would facilitate classi- 
fication and indexing. 

e. The material gathered on this particular problem should 
be classified with respect to the major ideas involved: 
definition of equality, definition of rights, sex differences, 
nature of democracy. 

C. Analyzing the data 

1. After collecting the data, the committees turned their atten- 
tion to the possible significance of the material. To set up 
some bases for evaluation and cl issification of the data, 
the following questions were formulated: 

a. Is each recorded item related to some aspect of the 
hypothesis being tested? 

b. What is the relative importance of each item for the 
hypothesis to which it applies? 

c. Does the data analyzed provide an adequate basis for 
testing the particular hypothesis? 

d. If the data appears inadequate to test the paiticular 
hypothesis, what can the committee or the class do to 
provide the additional data needed? 

IV. Drawing the conclusion 

A. After analyzing the data with respect to the hypothesis, each 
committee tried to determine the extent to which the evidence 
supported the hypothesis being tested. The various eominit- 
tees then reported in turn to the entire class. The members of 
the class checked with equal care the possible relevance of the 
data supporting each hypothesis. As a group they finally agreed 
upon certain conclusions. 

V. Implementing the conclusion 

A. After careful study the class agreed that hypotheses 2, 3, and 
6 were in oart true: as a group they detei mined the most 
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effective solution. Some action was felt to be beyond the 
ability of the class; other phases it was felt that the class, and 
members as individuals, could do something about. The ways 
and means of such action became a project engaging their 
attention. 

5. What Special Considerations Are Involved in 
Problem Approach? 

Criteria for selection of problems 

The practical nature of problems is in large measure accountable 
for the special considerations that govern their selection. Every 
problem should be scrutinized carefully, with the following criteria 
in mind: 

1. It should have definite educational values. The problem s 
educative significance should be readily apparent not in general- 
ities but in particular relation to the student's needs. A unit of 
activity might < * %M ^i\ ably have great educational value in one 
situation, and in another comparatively little. It is easy, too, to 
mistake the trappings surrounding some problem-projects for the 
essential worth they are erroneously assumed to possess. 

2. It should be adapted to the needs of the situation . Two con- 
siderations need to be kept in mind at this point. The maturity of 
the student socially and intellectually may determine at once the 
worth of a problem. A problem splendidly adapted to the social 
background of a city youth may have no challenge for him, or it 
may contribute little to his environmental needs or understanding. 
The frequent efforts of many teachers in metropolitan centers to 
develop agricultural projects in an urbanized environment may be 
well meaning, but they show no educational discrimination. 

3. Availability of materials should be fully considered . Many 
worth-while problems are impossible because the materials needed 
cannot be secured. This applies as well to situations. There is 
little purpose in launching a project to construct a baseball dia- 
mond in a city school in the heart of a thickly populated area 
where there is only enough room for a narrow strip of lawn, if any, 
between building and sidewalks. 

4. The time consumed must be commensurate with the values 
that accrue from execution of the problem project . This is very 
important. After all, sufficient time for the adequate education of 
our youth is at a premium. The time element cannot be totally 
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neglected. The worth of the problem method as compared with 
other methods must be decided in part by the economy of time in* 
volved. The teacher should constantly ask, “Does the additional 
educational return justify the extra time involved?” It should be 
remembered, however, that time is a minor factor to be consid- 
ered in the selection of a problem for study. 

5. The adaptability of problem performance to the regimenta- 
tion of the school should be carefully considered. The teacher is 
not the administrator, and he must adapt his classroom work to the 
exigencies of the situation. Many problem-situations require ad- 
justments in the school program and class schedule. Increasingly 
schools are adopting a more flexible organization of the school 
program to meet the needs of problem teaching. Even so, it is not 
possible in a large school to become flexible enough to meet all 
needs. Seldom should schedules be modified greatly for the con- 
venience of one section of the school. Only in the rarest of situa- 
tions should the teacher presume to ask for special dispensations 
for his work. If a contemplated problem cannot be made to “fit in,” 
it should be rejected. 

6. Cost of materials often proves the determining factor in the 
selection of problem projects. The critical financial condition of the 
schools in recent years has accentuated this factor in problem selec- 
tion. The unfavorable attitude toward school costs revealed under 
the stress of rising economic pressures of taxes and inflation, is 
likely to persist for many years. Even under most favorable cir- 
cumstances costs of materials have been and will continue to be a 
major consideration which teachers must face in the selection of 
projects. 

7. A problem should be capable of completion within the time 
limits set by the course. This means that only those problems which 
can be completed within a single semester should be undertaken 
in a single semester course. The fact that the four steps in project 
procedure are to be carried through under the guidance of the 
teacher, necessarily puts time limits particularly on the project A 
project would lose much of its value if part of the execution an<| all 
of the judging were done without benefit of teacher or class reac- 
tion to the finish ed product This criterion further means that ^ach 
proposed problem should be evaluated in terms of die time allotted 
to the course for other activities that give cohesion and significance 
to the complete section of learning contemplated in the course. 
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Teacher guidance in problem solving 

Although the teacher may not appear to occupy the center of 
attention in some aspects of the problem method, yet the teacher is 
an important cog in the machinery of this method. The tendency is 
to individualism in problem solution. Whatever toe direct ap- 
proach, toe degree to which the teacher himself is a master of 
problem solving will bear a somewhat direct relation to toe effec- 
tiveness of his direction of others in this process. A teacher who has 
the ability to see problems clearly, toe power to analyze with a 
keen discernment, and toe facility to synthesize and draw conclu- 
sions with an uncanny accuracy, will be a rare help to toe students 
in their mastery of toe difficult technique of problem attack. 
Guidance in problem solving is in reality training in “how to study,* 
and, it might be added, in “how to think.” The essential items toe 
teacher must focus attention upon in the direction of students in 
the act of problem solving were given under the caption “Char- 
acteristics of Reflective Thought.” 

Relation of problem method to other methods 

For those methods which have for their primary purpose toe. 
development of mental skills, concepts, attitudes, and ideals, the 
problem is somewhat basic, particularly for those which deal with 
general ideas. These do involve reflective thought. Some methods, 
such as the lecture or recitation, may serve other educational pur- 
poses besides toe development of mental skills. They may, at times, 
legitimately center upon perceptual, memory, or associational learn- 
ing. At other times their use can be justified only when they are 
adapted to problem solving in some form. The problem and project 
methods are the newer methods developed to train students specif- 
ically in the solution of problems. They are not readily usable in 
perceptual or associational learning, except as these become by- 
products of problem-solving effort. The more individualistic 
methods, such as the Morrisonian, Contract, Wisconsin, and Super- 
vised Study are closely identified with the problem method, since 
problem solving or toe development of reflective thinking is an im- 
portant factor in their raison <T6tre. 
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QUESTIONS AND PROBLEMS 

1. What is a problem? 

2. Why is the problem and its solution such an important factor in 
our lives? 

3. What is Dewey s classification of types of thought? Which is the 
most important type? Which type do we use the most? 

4* Define reflective thinking. , 

5. What are the most essential characteristics of good thinking? 

6. What relation exists between problem solving and reflective think- 
ing? 

7. What are the distinguishing characteristics of deductive and induc- 
tive thinking? 

8. Select a typical problem of everyday life and apply the steps of 
deductive reasoning to its solution. 

9. How does Morrison's “Cycle Plan of Teaching" differ from tile 
Herbartian “Five Formal Steps'? 

10. What are the factors that influence the success of the problem 
method? 

11. How does the problem method contribute to the development of 
mental skills, concepts and attitudes? 

12. Trace the origin of the term “project” in educational activities. 

13. Plan a problem-project which will involve drawing upon the con- 
tent sources of several time-honored school subjects. 

14. How would you determine the success of a completed" problem- 
project? 
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How Can the Lecture Be Used? 


The past thirty years have witnessed a revolutionary change in 
educational theory with respect to methods of teaching. The time- 
honored lecture and recitation have surrendered first place to prob- 
lem-solving methods. Even these older methods have undergone 
modifications in emphasis to contribute in greater degree to prob- 
lem-solving learning. This is rightly so. Practice, however, has 
lagged far behind theory. As has been made clear in our earlier 
discussions, rapidly changing conditions, modem understanding of 
the learning process, and the needs of a complex democratic society 
better understood today, have rightly focused attention upon the 
primary need of problem-solving learning. This has necessitated a 
change in emphasis upon teaching methods, as well as some adjust- 
ment of the older methods to fit modern needs. 

1. What Is the Significance of the Lecture? 

Nature of the lecture 

The lecture is given larger interpretation in this chapter than the 
term popularly indicates. Practically all writers in the discussion of 
methods agree that lecturing and telling, while basically different, 
are alike in nature and use and may be considered together. 

It is well at the outset to recognize that lecturing and telling are 
not identical, though telling may often be a part of the lecture. 
The lecture is a method of exposition, while telling is essentially one 
of narration. As used in education, the ^cture method” refers to 
the teaching procedure involved in the clarification or explanation 
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to the student of some major idea that has been cast into the form 
of a question or problem. The technique is, therefore, that of expo- 
sition. Exposition, while its purpose is “to explain something,” none 
the less makes extensive use of narrative and description. Telling, 
on the other hand, is an effort to supply the student with informa- 
tion about events, incidents, and simple facts; it makes great use of 
the story. The narrative is the form in which telling is cast, since its 
purpose is not to explain something but rather to present to the 
mind a series of events or facts that may inform or become the basis 
for the solution of a problem. Often telling serves only to enter- 
tain. Exposition is frequently used in the story form in order to 
arrest attention or to stimulate imagination. This has been par- 
ticularly true of the platform lecturer, who finds it necessary to 
resort to such a device to sustain the attention of the audience until 
he has put his ideas across. 

The lecture in teaching 

Modern education has given little place to the lecture in the high 
school. Some declare that it has no place in the college or uni- 
versity, its time-honored strongholds. Few textbooks on secondary 
methods within recent years acknowledge that it is sufficiently im- 
portant to devote a chapter to the lecture, while some ignore it 
entirely. The trend has been undeniably in the direction of other 
forms of classroom methods, with the increased emphasis upon 
student activity in learning. An effort has been made to develop a 
methodology which gives maximum opportunity for self-expression. 
Further, the philosophy that lay back of the lecture method no 
longer exists for the high school. The older ideas of education 
made the school teacher-centered. Its activities were centered upon 
the teacher. The student was considered an empty vessel into 
which could be poured the wisdom gathered by advanced study, 
age, and experience. This philosophy of education involved a* 
passive, not an active, concept of learning. The idea that educa- 
tion is knowledge-acquisition is implicit in the older notions of 
education and is reflected in the traditional methods. In the open- 
ing chapter of this book, place was given to knowledge in educa- 
tion, but only to the end that it might become .he vehicle for broad 
understanding, problem solution, or that it might result in emo- 
tional sets — appreciations and attitudes. 

It is an open question whether the proponents of the newer 
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methods have not too hastily condemned die lecture. It is die 
writer's contention that every method has some virtues and some 
weaknesses. It is, therefore, desirable to have students come in 
contact with a variety of methods. It is inconceivable that all 
knowledge and skills necessary in life are to be gained, for ex- 
ample, by the “problem’’ or the “socialized-recitation” methods, 
valuable as these methods are. Life outside the schoolroom is not 
cast exclusively in the peculiar mold 'of any one classroom method. 
The affairs of life impinge upon the mind of the individual in 
myriad forms, and not the least of these is the impact of ideas upon 
the mind through the medium of the lecture. Then there are many 
classroom situations where monotony may be overcome through 
the presentation of a vivid story or description; or, where some 
problems may become instantly clear through a few minutes’ expo- 
sition. It must be remembered that the great example of effective 
teaching held up as an example to the American teacher has been 
the classroom teaching of Germany. No one can doubt German 
schoolroom efficiency. The lecture has been the time-honored 
method of the German schoolroom, even in elementary schools. 

Special usefulness of the lecture 

If the teacher visualizes normal classroom situations, there appear 
times when it would seem that resort to the lecture would* be the 
most effective and economical method of presenting some ideas to 
the minds of the students. In certain forms of appreciational learn- 
ing the lecture offers a most advantageous way to establish the best 
mind-sets and to arouse adequate emotional toning for the appre- 
ciations it is hoped to develop. Again, here and there, a tew min- 
utes devoted to explanation to the entire class seems desirable if 
not imperative. Often just a bit of information given the class will 
enable it to hurdle a serious obstacle to learning. The technique 
of exposition or narration, if used for ten or even twenty minutes, 
approximates the same care of details as does the more formal 
lecture. Experience with teachers in the classroom reveals all too 
plainly the effects of ignoring this method. Exposition pooriv pre- 
pared and delivered, tilling so ineffective that little good cart re- 
sult — these are the frequent reminders that this phase of teaching 
deserves more attention than recent educators have been willing 
to accord it. 

Another consideration that modern writers in education seem to 
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have lost sight of is the responsibility of the school for the training 
of good listeners. The American public is increasingly subjected to 
influence through radio address. A recent editorial in one of our 
more thoughtful weekly journals laments the fact that the present 
tendency of the government, from the President down, has been to 
resort to the radio as a means of appeal for public approval. It 
has become a widespread device of the advertiser and the poli- 
tician. The editorial raises the timely inquiry as to what the sig- 
nificance of this may be, since people have been taught to show 
some discrimination when reading press material but they do not 
as yet have the ability to listen critically. One writer has said, 
“Training in the art of listening is therefore an important part of 
exposition/* While student reports, debates, etc., can be used 
effectively for this purpose, the teacher may well ask what part he 
should assume in personal example. Whatever the emphasis given 
to this phase of the problem, which should probably not be over- 
stressed, the Lv.lun in its broader meaning cannot safely be elim- 
inated as an educational method. It has its peculiar values that 
should not be ignored. In general, it may be agreed that the lec- 
ture should never be used extensively at the secondary level. 

2. What Is Desirable Technique of the Lecture? 

When to use the lecture 

It is never possible to say with positiveness just when one method 
should be used in preference to another. The extreme protagonists 
of the various methods often see little place tor any method other 
than their own, and individual teachers show wide variation in 
their ability to handle different methods. Some teachers who are 
most effective with the “project” have little ability to use the lec- 
ture. Conditions in specific classroom situations bear definitely 
upon the value of a given method at a given time. 

Laying these considerations aside, some general suggestions may 
be offered to guide the teacher in the use of the lecture: 

1. When information can be given through the lecture more 
effectively than through any other means, both with respect to the 
learner’s understanding and to the retention ^nd the economy °f 
time and effort involved, it should be used, if learning through 
the use of the lecture is just as effective for the purpose required, 
then there is little object in the acquisition of necessary informa- 
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tfcm by more laborious means. The time thus saved can be utilized 
to advantage in other ways. The use of the lecture-demonstration 
method is a case in point. If information is the purpose of teaching 
science, then it is a waste of time and money to work in the ’abora- 
tory to learn imperfectly in two or three hours what may be gained 
in one when the teacher demonstrates his lecture. Experimental 
research has shown quite conclusively the relative merits of lec- 
ture-demonstration over the laboratory method. 

2. Whenever the teacher has available desirable data, not easily 
obtainable by the class, common sense would dictate the obliga- 
tion on his part of presenting this to the class in the most effective 
manner possible. Some form of the lecture would normally appear 
to be the technique to employ. It is assumed that adequately 
trained high school teachers have a much more intensive training in 
the subject-matter fields than is available to the student through 
the limited resources of the average school library. Further, the 
general cultural background in related fields or in the social expe- 
rience of the teacher ought to provide a wealth of data available to 
the students only through some process of telling or exposition. 

3. When the time comes to introduce a new topic or unit, or to 
conclude the same, an introduction or summary carefully prepared 
by the teacher can be most valuable. In general, some form of the 
lecture should be employed, even though it be supplemental to 
the class summary of a segment of work completed. In the case 
of some topics or units, when little connection exists with the 
immediate past, the lecture is the only effective way to properly 
provide an apperceptive basis for the new work. 

4. Where a proper mind-set towards a phase of work is desired, 
or where general enthusiasm is to be aroused, there is no substitute 
for the alert, dynamic teacher who, by an interesting narrative or 
incident, can inspire the class with eager joy and curiosity. This 
is one of the very effective uses of the lecture; also, it is one of 
the most difficult to pigeonhole and say “use here — and here.” The 
teacher must often be sensitive to the mood of the class. The 
writer recalls a teacher in a very difficult subject who seemecf to 
have the knack of sensing when the class was most discouraged. 
He always brought the class back to a state of enthusiasm for the 
course just when all felt ready to admit defeat. Sometimes it Iras 
accomplished through a story, some challenging thing about the 
subject, or just through the buoyancy of his attitude toward the 
subject. 
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Preparation of the lecture 

As in every other teaching method, the care given to the prep- 
aration of the lecture determines in no small measure its success. 
There are definite considerations entering into the preparation of 
the lecture that demand more careful preparation than do other 
forms of teaching, since major responsibility throughout rests 
squarely upon the teacher. # 

1. Lecture preparation and lesson planning hold much in com- 
mon. One writer has asserted the lecture to be “nothing more than 
a topical recitation by the teacher.” This is not strictly true. The 
psychology of the two situations is vastly different, and the tech- 
nique required in the lecture is at points sharply divergent from 
that demanded of the recitation. Many aspects of preparation for 
the two, however, are similar, as is true in respect to every method. 
The lecture, as said of the daily lesson plan, is essentially an expe- 
rience in anticq ntory teaching, and as such must reflect the char- 
acteristics of anticipation required in the preparation of any good 
lesson. 1 The lecturer must visualize the next day’s situation and 
with that definite picture in mind prepare the lecture. The laws 
of learning that govern lesson planning must be recognized in the 
preparation of the lecture. 

2. Preparation must keep objectives clearly in mind . This, it 
would seem, requires no extended discussion here. The objectives 
of education and the particular objective of the lecture should be 
clear to the teacher. The issue or problem of the lecture must be 
kept obvious to the class at every step in the lecture. 

3. The lecture must be clearly outlined . The teacher should 
guard this phase of the preparation with unusual care. Upon it 
depends much of the success of the lecture. Where telling is the 
mode used, the artistry of hiding the outline from the class is 
desirable when emotional reactions and appreciations are the 
results desired. When exposition is the method employed to 
clarify an issue or develop the stages in the solution of a problem, 
then it is important that the outline steps should stand out clearly, 

4. All pertinent illustrative devices should be carefully prepared. 
It is not safe to expect, on the inspiration o* the moment, to find 
the exact illustration to fit a point in the lecture. The illustration has 
too many possibilities for misinterpretation to be used without the 
utmost care in its selection. When concrete devices are employed, 

1 For discussion of anticipatory teaching see pp. 284-289. 
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every detail should be carefully prepared so that maximum class 
attention may be focused upon the idea illustrated, and not upon 
the devices employed. 

5. The lecture should capitalize the apperceptive experience of 
the class . This should be done in the selection of the illustrations, 
in adapting the lecture as far as possible to the known interests of 
the class and to the level of experience the students represent. The 
extended discussion of apperception \n relation to lesson planning 
should be reread at this point. 

6. When the lecture is expository in nature , the general principles 
of induction-deduction should be used . The wise teacher will make 
every possible adaptation of these development procedures to the 
principle of psychological approach. The logical procedures can- 
not be ignored as a technique of problem solving, although they 
may be robbed by the ingenious teacher of some of their deadening 
formalism if combined with a psychological approach. For all 
practical purposes, preparation for exposition may well follow some 
adaptations of the general outline of induction made famous by the 
Americanized Herbartian “Five Formal Steps,” namely: 

a. Preparation. This has a twofold function: (1) To present clearly 
to the student the purpose of the lesson — if a problem, to define 
clearly what is the nature of the problem and the purpose of the attack 
upon it. (2) To bring into perspective whatever experience the stu- 
dent may have that will aid him in understanding. It may be neces- 
sary to build up a proper 'apperceptive basis before an attack on the 
problem can be made. 

b. Presentation . Here the data germane to the problem are made 
available to the student. 

c. Comparison — abstraction. At this point the data arc carefully 
compared and analyzed to show relationships that can subsequently 
be used to discover implications. 

d Generalization Here the elements of similaiity and dissimilarity 
are brought together to enable definite implications to be adduced, and 
from these, more inclusive conclusions can be drawn about the Issue 
or problem under consideration. 

e Application . Here the conclusions are applied to various situa- 
tions to make clear the significance of the conclusions previously 
reached. The last step is in reality deduction. 

7. Where the lecture involves narration or description, simple 
clarity and interest are the features preparation must seek to as - 
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sure . The simple facts of narration or description must be so well 
in hand and so coordinated as to present continuity and arouse 
interest. Many devices are available to the narrator to create the 
interest factor, and these should be carefully studied in advance 
and the appropriate ones chosen to meet the needs of the occasion. 
Story telling is an art, and the price of effectiveness in any of its 
phases is painstaking preparation. 

Procedures in effective lecture technique 

Much has been written on the artistry of the lecture. It is an art 
the good teacher should covet. The procedures in its use are 
varied and complex. In spite of the best preparation, no teacher 
can adequately anticipate the exact procedures to follow. Some 
general suggestions can be offered, however, to guide the teacher 
in effective lecture technique. These must be adapted to the 
peculiar type of lecture employed, its purposes, and its length. For 
use in the secondary school no better list of suggestions seems more 
appropriate than the one given by Douglass , 2 and reproduced here. 

1. Where talks are to consume more than a few minutes, they 
should be outlined and clearly thought throi gh. Impromptu talks, 
like impromptu teaching, are apt to be loosely oiganized and ineffec- 
tive. 

2. Illustrations should be provided, if practical, in the way of charts 
and diagrams. 

3. Begin, if possible, by arousing in the minds of the class a prob- 
lem, a question upon which you propose to throw light. 

4. As much as possible, keep the class in a problematic and ex- 
pectant attitude. Point out problems and questions along the way. 

5. Be careful as to pace. Speakers generally talk too rapidly. 
Allow time for thought — for mental supplementation. Adjust pace 
to difficulties of the material presented and to the ability of the class 
to take notes, if notes should be taken. 

0. Occasionally check up on your audience to see that it is following 
you. Be careful not to fall into the fallacy of assuming that what you 
say is as clear to your hearers as it is to you. 

7. Use interested, earnest conversational tones and a personal oon- 

2 Douglass, Harl R. Modem Methods in High School Teaching , pp. 9-10. 
Boston: Houghton Mifflin Company, 1926. For an elaborated list of these sug- 
gestions see Douglass, Harl R. and Mills, Hubert H. Teaching in High School , 
pp. 234-236. New York: The Ronald Press Company, 1948. 
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versational manner. Look into the face of your hearers and talk to 
your pupils; do not lecture to your class. 

8. Pause occasionally for reactions. Break up the long stretches. 
Occasionally intersperse discussion. 

9. On occasions it is wise to furnish the class with an outline of 
your talk in advance. This may be in the form of hectographed copies, 
or written on the blackboard. Outlines of this sort serve as a constant 
summary, and relieve the class of what may be a distraction — the 
note taking. A very good device to use when you are thoroughly 
familiar with what you expect to say, is to outline your talk on the 
board as you proceed. 

10. Exhibit a sense of humor in some othei way than using funny 
stories as illustrations. Phrase your remarks where possible in an 
attractive way. Do not be self-conscious and sensitive while you are 
talking. Beginning teachers are too inclined to regard all deviations 
from obvious attention as personal matters or affronts; experienced 
lecturers learn to regard such things objectively. 

11. Cultivate a good tune sense. The time usually seems much 
longer to your hearers than to you. Avoid digressions. They often 
serve as distractions rather than illustrations. 

12. In some subjects pupils should be trained to take intelligent 
and useful notes. Illustrate occasionally by taking notes on your own 
talk on the board. Encourage the pupils to "write up” notes at the 
conclusion of the talk, and allow time for such an exercise. A good 
device is to permit students to work in pairs, or to consult each other 
while writing. 

13. Hold your pupils definitely responsible for the content of talks 
and lectures. 

14. Check what the pupils have learned from your talks, as a means 
of diagnosis and as an aid in remedial teaching. A short test at the 
dose of the lecture, or at the beginning of the next period, may be 
used for this purpose, and may serve also as an inducement to careful 
attention. 


3. What Additional Factors Contribute to the 
Success of the Lecture? 


Teacher personality 

Factors of teacher personality play an important part in * the 
method, whatever its nature, but no method places greater values 
on certain phases of teacher personality than does the lecturel A 
good voice is essential for effective speaking. It should be well* 
modulated, resonant, colorful, and vigorous. A monotonous voice 
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lades stimulation and does not have die power to arouse interest. 
Good enunciation is essential to understanding. Students should 
be able to hear words dearly and distinctly. Teachers with vocal 
peculiarities should use the lecture sparingly. Seldom, if ever, 
should they attempt extended telling. Most teachers can overcome 
the majority of these limitations through constant effort. Teachers 
would do well to take a course or two in public speaking while in 
the training school. Since teachers generally have public responsi- 
bilities, such training would aid them both in and out of the class- 
room. 

The manner of the teacher while speaking has much to do with 
the effect of the lecture. Teachers who know how to smile while 
speaking, how to avoid an overseriousness about the subject, and 
who have a sympathetic, pleasing, engaging manner, will find the 
students eager to listen. The teacher must appear enthusiastic, 
though not overeffusive, about the topic discussed. The lecture 
must be given <ui *’raportance by the eager manner of the teacher. 
The student will be inclined to take his cue of values from the 
manner of the teacher while discussing the subject. The art of the 
speaker should be carefully studied, and wise use made of the 
devices that create and sustain interest. Usually the teacher should 
stand before the class and in poised, animated, conversational style, 
talk directly to the students. Looking at the ceiling or out of the 
window does not enable the teacher to strike fire with the students. 
He should look directly at the students, for the eyes have a peculiar 
power to transmit the mood of the teacher to the pupil. Too, the 
facial expression of the student should be most revealing to the 
teacher as a barometer of the student’s interest and understanding. 

Responsibility of the tsacher in the lecture 

Id a peculiar sense, the teacher occupies a very responsible posi- 
tion before the class when the lecture is used. More than is true in 
other methods, the teacher guides, if not determines, the thought 
of the student. The latter, however, the teacher should make every 
effort to avoid, except where appreciation or emotional sets are the 
objects sought. Nevertheless, it is exceedingly difficult to avoid 
tingeing the lecture with the coloring of one’* own thought. This 
die bright students are quick to detect. Usually the favorable posi- 
tion of the teacher in the eyes of the student tends to prejudice 
the mind of the student in favor of the teacher's attitude or point 
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of view. Where exposition with some conclusion is involved, the 
teacher has a real opportunity to present a case, so that debatable 
issues are approached with a tentative attitude, or, at least, so that 
the possibilities of other conclusions are frankly recognized. This 
approach is particularly important in social-science fields. 

An admirable case in point was observed in a class in economics 
conducted bv a student teacher. The class discussion revealed con- 
siderable confusion as to the implications of certain theories of 
taxation. The teacher undertook to set forth the basic ideas of each 
theory, such as the single tax, sales tax, income tax, etc., with the 
claims of each for popular support. A very searching analysis was 
made, and the strong and weak features of each were given. The 
observer watched carefully to detect any personal bias in the ex- 
position, and went from the class with a sense of the clearest, most 
succinctly given and well-balanced exposition of each theory he had 
ever listened to. Onlv by an indirection not available to the class 
was it possible even to suspect which theory met the favor of the 
teacher. While there is some debate as to the legitimacy of propa- 
gandizing in the school, it is certainly contrary to a democratic 
theory of education to attempt to influence student thought on mat- 
ters of debatable policy. The teacher in American schools carries 
the major responsibility, then, of conducting the exposition type of 
lecture in such a manner as to challenge thought, but, where con- 
clusions cannot be accepted as final, of refusing to reveal to the 
class a personal commitment to any one conclusion. 

Under the lecture technique the teacher carries almost solely 
the responsibility for motivation. In other methods it can be as- 
sumed that with a proper mind-set established, much of the moti- 
vation of the class can come through subsequent activities or sheer 
interest in the text materials. Not so the lecture. Throughout, 
student interest depends largely upon the teacher. The manner in 
which the subject is presented determines, quite as much as the 
nature of the subject, what the reaction of the class will be. 

Again, the ability of the class to gain maximum value from the 
lecture depends upon the wav it is handled. If very carefully organ- 
ized, so that main points and subsidiary ones arc easily recognized 
as logical in sequence, it will be comparatively easy for the student 
to follow. If the teacher uses the blackboard to outline thei main 
points and important subpoints, note taking as well as understand- 
ing will be facilitated. The teacher should seldom, if ever, expect 
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the student to carry in mind the development of his thought. Too, 
the teacher can utilize this form of blackboard outline to teach the 
class correct methods of organizing class notes. 

To safeguard against difficulties of comprehension the teacher 
should have recourse to at least two approaches. 

First, where careful analysis of the problem indicates more than 
usual difficulty, special care should be taken to insure understand- 
ing. Repetition, approach from another angle of thought, and 
special emphasis upon that particular phase of the lecture, may 
serve to eliminate confusion. 

The second very important agency for the removal of centers of 
difficulty is the wise use of verbal and concrete illustration. Often 
a parallel situation more easily understood may serve for compara- 
tive study. Where the lecture involves exposition of complicated 
relationship, as in mechanical fields, miniature devices, suJi as a 
model steam engine cut down the middle to show the steam chan- 
nels, valves, etc., can be most helpful. The teacher should make 
large use of vcibul and concrete illustration in the lecture, not 
alone to illuminate difficult points, but to add to the interest of the 
lecture generally. An abstract lecture at the adolescent level is 
almost always doomed to failure. 

QUESTIONS AND PROBLEMS 

1. What are the distinguishing characteristics of the lecture? 

2. Give the reasons why educators have discouraged the lecture method 
in secondary education. 

3. When can the lecture be used to the best advantage? 

4. What are the chief weaknesses attributed to the lecture method and 
how may they be eliminated? 

5. What are the essential elements in the lecture technique? 

6. If you were preparing a lecture, what procedure would you use to 
help insure its being an educational success? 

7. Have the class check one or two lectures given in the assembly or 
community by some visiting speaker. Compare the points of agree- 
ment and disagreement with respect to the understanding of what 
the speaker said. 

8. What traits should a teacher possess to make the lecture method an 
• educational success? 

9. How may you determine whether or not your lecture is a success? 

10. What are the teacher’s responsibilities when using the lecture tech- 
nique in a classroom? 
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How Can Socialized Class Procedures 
Be Used? 


1. Kow i* Concept of Recitation Changing? 

The recitation in transition 

An arresting book has been published entitled. The Passing of the 
Recitation . 1 The title of this book, as well as the tenor of the 
author's comments, suggests that the time-honored recitation is 
soon to be numbered among our educational relics. A further in- 
dication of the way the educational wind is blowing is found in 
the tendency of recent writers of general textbooks in secondary 
methods to omit chapters on the recitation. They confine their 
attention to the socialized recitation, or they word the heading of 
the chapter so as to imply no relationship between the procedures 
discussed and the older recitation method. Some educators have 
become so antagonistic to the idea of the recitation that they find 
no place for it in modem theories of method. 

The older views of the recitation 

From time immemorial “lesson hearing" has been a prominent 
characteristic of the recitation. From the catechetical schools of 
the early Christian era until recent times, “lesson hearing” in some 
form has characterized much of educational pr ~edure. Until the 

1 Thayer, V. T. The Passing of the Recitation. Boston: D. C. Heath and 
Company, 1928. 
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turn of the century, the lesson hearing** recitation and the lecture 
divided honors as the two principal methods of instruction. “Lesson 
hearing” implies that the teacher listens to the parrotlike repetition 
of an assigned quantity of factual materials, committed to memory 
by the student. The form this process has followed has been a 
question-and-answer procedure. Often the paragraph heading 
given in the older textbooks in bold type was read and then the 
student was asked to recite on this paragraph. The student was 
expected to repeat from memory, as fully as possible, the content 
of the paragraph. 

An etymological study of the word recitation clearly indicates 
the connection between the “lesson hearing” procedure and the 
nomenclature historically associated with it. Citation means “the 
act of quoting or citing a passage from a book, or the words of 
another; enumeration.” The technical use of the word in connection 
with legal procedures where the law is cited conforms to its simple 
meaning. “Re” means “back” “again.” To be assigned material to 
learn and then give it back is exactly what the traditional recita- 
tion did. In more graphic if less elegant language, the recitation 
was but a regurgitation in the recitation period of facts, dates, and 
passages committed to memory. The things memorized may have 
been understood or not — frequently not — but so long as the 
materials could be reproduced from memory the principal require- 
ments of the recitation were met. 


Newer view of the recitation 

Among responsible writers in the field of secondary school 
methods the re-citation concept of the recitation has been passe 
for the past twenty-five years. Parker, 2 one of the two most in- 
fluential writers on secondary school methods, as far back as 1915 
criticized severely the older recitation practices, and made the fol- 
lowing definite suggestions for a recitation of a different character: 


The common practice of using the class period for mere repetition 
of material learned in the textbooks is one of the most pernicious 
sources of v* aste and lack of interest to be found in schools. . . ^Instead 
of such lecitations the teacher should raise questions which l&ep the 
pupils actively thinking because they involve (1) interpretation, 


2 Parker, S. C. Methods of Teaching in High Schools , pp. 424-425. ' Boston: 
Ginn and Company, 1915. 
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(2) criticism, (3) supplementing, or (4) application along the 
studied in the assignment. 

Such a conception of the recitation in practice sweeps away the 
objections raised against the “lesson hearing” idea of class pro- 
cedure. This picture of the ideal recitation is quite in keeping with 
the best thought of present-day educators. Still another character- 
ization of the recitation by a later writer will serve to show how 
completely the old ideas of tHe recitation have been rejected by 
those who have attempted to direct the thought of the newer gen- 
eration of teachers over approximately a thirty-year period. Foster 
declared: 8 

Discarding any thought of it as a mechanical repetition by the student 
of memorized facts or phrases, the recitation is taken as the rethinking 
in the class exercise of the experience of the student, acquired as a set 
exercise previously assigned by the teacher. 

The ideas of th. ^citation held by these writers, neither of whom 
wrote later than thirty years ago, reveal how completely the tradi- 
tional view of the recitation has been set aside for a newer con- 
ception that conforms in large measure to the demands of the most 
ardent critic of the old. Reflective thinking, cooperation, initiative 
and creative expression, interest and favorable attitudes toward 
school work and the ideals of social living, group responsibility and 
respect for individual differences, are all envisaged as the concep- 
tion of the recitation maintained by these writers. 

With such a modem conception of the recitation there is little 
disagreement. For a recitation technique based upon this point of 
view there is a large place in modem education. There is a place 
for this form of discussion and class evaluation of data used in 
problem-solving and unit procedures. 


2. What Are the Techniques of the Recitation? 

Purpose of the recitation 

The statement of the newer view of the recitation sets forth in 
general the legitimate objectives attributed to the recitation. These 
objectives are not of equal value, and in tlv following list no 

3 Foster, H. H. Principles of Teaching in Secondary Education , p. 74. New 
York: Charles Scribner’s Sons, 1921. 
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attempt has been made to enumerate them so as to suggest the 
relative importance of each. 

1. To stimulate reflective thinking. 

2. To stimulate interest in learning activities. 

3. To fix in mind essential facts or ways of thinking. 

4. To train the student in the technique of problem attack. 

5. To supplement knowledge acquired or data necessary for under- 
standing. * 

6. To train the student in the power of critical evaluation. 

7. To guide the further study of the student. 

8. To stimulate and develop creative expression. 

9. To develop wholesome social attitudes. 

10. To train the student in cooperative effort. 

11. To train the student in the organization and expression of ideas. 

12. To train the student to do group thinking. 

Procedure in the recitation 

No one procedure can be recommended for the conduct of the 
recitation. Rather, the plan adopted must vary widely with the 
subject and with the approach which the teacher, or the teacher 
and the class, may elect to make. There are some general sug- 
gestions that the teacher should observe, however, especially if the 
recitation occupies any considerable part of the class period. The 
beginning teacher, especially, should remember that practically 
every method that may be used will involve, at some point, ele- 
ments of the lecture of the recitation. These phases may last for 
a few minutes as incidental to the major procedures employed, or, 
they may be the dominant mode of the hour. It is important, there- 
fore, to recognize the flexible nature of the recitation and the man- 
ner of its conduct. 

1. Teacher directly responsible for the establishment of favorable 
attitudes . Unless the teacher can win the interest and cooperation 
of the class in the beginning, the recitation must be judged by 
modern standards a failure. There are too many of the purposes 
of the recitation which cannot be achieved in an atmosphere other 
than that of keen interest and a ready spirit to enter wholeheartedly 
into the work of the hour. Interest and cooperation can be Secured 
in a number of ways. A direct and effective procedure is to create 
a problematic situation in which students eagerly enter the search 
for the answer. Often a student can be induced to present some 
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item of interest to the class from his experience or from sources 
provided by the teacher. Sometimes a story or incident connected 
with the topic of the lesson, told by the teacher or by a class mem- 
ber, or a direct question from the teacher that challenges, may be 
all that is necessary. Visual aids in many subjects provide the 
desired materials to awaken interests or arouse curiosity. Favorable 
attitudes should be established both by means of the previous 
assignment and by the approach adopted by the teacher at the 
beginning of the class hour. An attitude of alert eagerness on the 
part of the teacher is likely to arouse a similar attitude in the class. 

2. The recitation should be well planned . In the conduct of the 
recitation, movement from phase to phase should take place with 
precision and naturalness. This is necessary to keep the spirit of 
interest. Uncertainty and drag will kill any recitation. The vacillat- 
ing teacher soon transmits to the alert student the uncertainty of 
his own mind. To the slowing up of the pace of the class must be 
added the distraction of attention from the main theme of the hour 
and the tendency digression. As suggested in a previous chapter, 
the teacher should be sensitized to the needs and mood of the class 
and should be ready to throw aside the prepared work whenever 
the situation seems to make its continuance inadvisable. There are 
times when to proceed with the lesson, in the f ace of unexpected 
situations, is to achieve the undesired results the teacher sought to 
avoid. 

3. Discover the adequacy of the preparation of the class . There 
is little value in continuing a discussion when there is little back- 
ground for intelligent participation. When the preparation has 
been insufficient, immediate steps should be taken to correct the 
deficiencies. The teacher may supplement through a brief lecture; 
a student or students may be asked to contribute to the class needs 
from their better preparation; or, under some circumstances, it may 
seem desirable to refer the class to supplementary sources and let 
it make up its own deficiencies before the recitation continues. 

4. All should participate in discussion. The attitude of the class 
should be such that all are eager to contribute something toward 
the common purpose of the class, whatever it may be for the day. 
The members of the class should be made to feel a genuine respon- 
sibility for the work of the period. Every ^ort should be put 
forth to draw the attention of the students away from the teacher 
and toward themselves as the agency of class success or failure. A 
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suggestion that certain data be the responsibility of particular hr* 
dividuals or groups of three or four is an effective way to get those 
naturally reticent to participate. Some students are always ready 
on die trigger and, unless devices are employed to correct their 
tendency to monopolize the class time, others will resign the class 
to diem — if not physically, at least in spirit 

5. Students should carry the major responsibility for participa- 
tion. The most frequent criticism of classroom procedure in the 
recitation is of die tendency of the teacher to do the talking. The 
effort to overcome this weakness may result in several desirable 
class outcomes. The teacher tends to ask questions of broad search- 
ing significance which will require extended response, and provoke 
a number of subsidiary questions and comments from the class. 
This effort will, furthermore, focus the attention of the teacher on 
those devices most likely to bring the student into the forefront 
To secure spontaneity and eagerness to participate, the student 
must have his own classmates, rather than the teacher, in the center 
of his consciousness; unless the teacher has that rare ability of mak- 
ing the student forget the traditional teacher-student relationship 
and accept the teacher as one of the group. 

0. Encourage students to talk to each other. The criticism hurled 
at the recitation as individualistic, rather than social in nature, 
grows out of die tendency of the teacher to ask questions and 
receive answers direct from the student. While this is necessary 
and desirable in certain phases of the recitation, generally the best 
educational ideals are adiieved when students think of the teacher 
as counselor and source of reference in discussion. The give-and- 
take in the dash of opinion with their peers is a most wholesome 
type of socialization. The student learns that different plausible 
conclusions from the same data, are possible. Group evaluation of 
data, and the attempt to arrive jointiy at acceptable conclusions, 
require a give and take in discussion, courtesy as an indispensable 
means of group progress in thought, and open-mindedness toward 
die ideas of others. When these conditions exist, many of the 
defects of the recitation have been removed. 

7. Students’ cooperation should be sought in the planning of the 
recitation. This can be done without adbication of the prerogatives 
of the teacher to use his mature judgment in the determination 
of the general nature of the course of study. Even die advocates of 
full determination by students of the activities they are to engage 
in, do not feel at liberty to defer completely to immaturity in such 



Socialized Class Procedures 155 

matters. It has been unfortunate that the wholesale condemnation 
of teacher-determined curriculum has given the impression that 
the protagonists of a new education sponsor for students “free 
license to do as you please.” Such a position, of course, would be 
educationally untenable. The degree to which the teacher en- 
courages participation in planning must depend upon a number of 
factors. These have been discussed at length in earlier chapters, 
to which the class should refer . 4 

3. How Is the Recitation Being Modernized? 

Thus far the traditional recitation has been considered in rela- 
tion to those modifications in its purpose and conduct that make 
it conform to modern educational thinking. Its further moderniza- 
tion has, in fact, transformed the recitation into something beyond 
what it has conventionally been conceived to be. It is probably 
correct to speak of these more streamlined forms rather as types of 
socialized clas« ^ -n^edures. 

The great objective of the socialization of class procedures is to 
provide a classroom situation where normal socialization can take 
place. Thayer has indicated this 5 as one of the basic reasons for 
the emergence of the so-called socialized recitation. Tracing the 
development of our changing democratic ideal, he says: 

This conception of democracy as an organization which promotes 
cooperation on the basis of mutual recognition of interests, requires 
for its realization an educational program which aims directly at the 
socialization of the individual; and it requires the organization of the 
school in such a way that the child develops traits of initiate 'e and 
responsibility within a group membership and in harmony with group 
interests. 

Those elements of socialization necessary for successful participa- 
tion in a democratic society are the qualities it is assumed the 
classroom should foster. “Training children for democracy by 
giving them training in democracy,” is, one writer declares, the all- 

4 For practical suggestions concerning pupil cooperation in planning both in 
the immediate class situation and in the larger relationships of the school, see 
the following references: Giles, H. H. Teacher-Pupil Planning, New York: 
Harper and Brothers, 1941; Group Planning in Education, Washington, DC.: 
Association for Supervision and Curriculum Developn. it, 1945; Planning and 
Working Together, Bulletin No. 337. Lansing, Michigan: State of Michigan 
Department of Education, 1945; Toward Better Teaching, Washington, D.C.: 
Association for Supervision and Curriculum Development, 1949. 

'Thayer, V. T., op. cit., p. 219. 
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absorbing purpose of socialized class procedures. Cooperative en- 
deavor is die keynote of the method. A sentiment of “oneness” in 
the class enterprise is essential to its success. When this spirit 
dominates the class, goodwill is an immediate by-product, with all 
students working with a will. It is easy under these conditions to 
establish effective student responsibility for the work of the group, 
and also a sense of mutual interdependence. No longer will the 
observer find present the attitude of antagonism between student 
and teacher so characteristic of the old recitation and bitterly cen- 
sured by its critics. Students, rather than holding themselves con- 
sciously aloof, will be wholeheartedly intent upon the issues under 
consideration. In any socialized situation “thinking” will take place. 
Initiative and creative activity will flow naturally from reflective 
thought stimulated and encouraged under these conditions. There 
must inevitably be the spirited, spontaneous easy give-and-take of 
normal discussion. One has only to watch a group of adolescents, 
or children for that matter, eagerly exchanging ideas within their 
own informal groups to understand the socialization values sought 
by the transfer of that general atmosphere to the classroom, where 
the topics of discussion can be projected within definitely co- 
ordinated educational channels. The problem of the socialized class 
procedure, in brief, is to capture and reproduce in the controlled 
environs of the classroom the spirit spontaneously generated, 
though often misdirected, within the out-of-school social situations 
natural to adolescent youth. All that was set up as the ideal of the 
recitation is envisaged h'ere, and more. 

Formal and socialized class procedures contrasted 

A graphic way of presenting the differences between the ideas 
that lie behind socialized procedures and the older traditional reci- 
tation is to offer in parallel columns the generally accepted char- 
acteristics of each. The characterization, with some modification, 
might apply to several of the newer methods as well as to the 
recitation. Then, too, the caution may again be offered that the 
traditional picture of the formal recitation has nowhere been ac- 
cepted by educational writers of the past twenty-five years, who 
have given it a legitimate place in their repertoire of classroom 
methods. They have rather emphasized for the recitation those 
qualities attributed to socialized class procedures by the new School 
of methods writers. The characteristics of the formal recitation, 
therefore, have been outmoded in theory for nearly three decades, 
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but are still prevalent in classroom practice. It is an interesting 
commentary on the reluctance of lagging practice to keep pace 
with advancing educational theory. 


Chart Showing Contrast Between Socialized Class 
Procedures and Formal Recitation 


Socialized School Work 
Natural interests 
Natural activities 
Critical attitude 
Social conduct 
Effort 
Thinking 

Expressing thoughts 
Independence 
Self-control 
Cognizance of vai^es 


Creating natural environment 
Utilizing child activities 
Guiding natural activities 
Student with pupils 
Interest primarily in children 
Attention on desirable ends 


Pupil 

• Formal School Work 
Artificial interests 
Unmotivated tasks 
Passive attitude 
Non-social conduct 
Strain 

Memorizing 
Reciting information 
Dependence 
Imposed control 
Ignorance of values 

Teacher 

Making artificial setting 
Imposing teacher purposes 
Dictating artificial tasks 
Teacher all wisdom 
Interest in subject matter 
Attention on subject matter 


The Education Process 


Aim of social efficiency 
Taking into account present 
needs 

Natural student environment 
Normal adjustment 
Real life experiences 
Normal natural activities 
Reference books 
Subject matter as means 
Including concomitant learning 
'Discussion 
Unification of effort 
Psychological order 
Attitudes, skills, habits, know! 
edge 


Aim of unknown future readiness 
Consideration of possible future 
needs 

Formalized schoolroom environ- 
ment 

Formal learning 
Artificial exposures 
Abnormal lifeless tasks 
Textbooks 

Subject matter as end 
Emphasizing primary learning 
Recitation 
Division of effort 
Logical order 

Subject matter, information, skills 
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4. What An the Techniques of Socialized Class Procedures? 
Types of socialized class procedures 

There are many forms into which socialized class procedures 
have been cast The previous discussion of the recitation has recog- 
nized the presence of a very elemental study-recite type of recita- 
tion procedure all too prevalent in practice. At the same time it 
was evident that educational leaders in the field of methodology 
for a generation past have advocated a form of the recitation de- 
signed to call forth a high degree of cooperative, creative thinking. 
This has been popularly known as the socialized recitation. 

Efforts to create a more vital form of learning situation with the 
classroom as a starting point, have led to the development of many 
procedures that involve social interaction as groups grapple with 
critical problem-situations. These procedures are recognized as 
aspects of the forms of group behavior typical of democratic action, 
for which the youthful citizen should acquire requisite skills. At 
least five major types of such socialized class procedures are recog- 
nized. There are some not easily classified, and there are omissions 
of many variants of those described. 

1. Informal group discussion — pupil leader. To develop leader- 
ship competencies so necessary in myriad situations within a 
democracy, alert teachers often have a pupil assume the place of 
the teacher before the class in charge of discussion activitTes. Where 
pupils have developed skill in discussion group leadership it serves 
the additional purpose of removing whatever hesitancy pupils may 
feel to express a point of view when the teacher leads the discus- 
sion. Peer leadership often provides for an easier development of 
a W feeling within the class group, so essential to a thorough- 
going give-and-take critical thinking experience. 

The teacher who is a good leader of a group discussion often 
finds it difficult to manage this form of class procedure. Like so 
many skilled workmen, he may be an effective group discussion 
leader but lack the ability to help others develop these skills. 
However, it is an important aspect of modem teaching, sinqe our 
democratic processes require competent leaders who can Randle 
group consideration' of many important problems that arise* It is 
not alone a matter of singling out the youth with marked leader- 
ship ability for special training; every citizen should be capable of 
competent group leadership in many smaller community of sub- 
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community situations. Most important of all, every one should 
understand the rudiments of group processes and how to partici- 
pate most effectively in group procedures. 

To successfully conduct such a class the teacher must carefully 
plan with the pupil leader the general procedures of the class hour. 
The pupil should have clearly in mind the general steps the dis- 
cussion should take if it is to develop any significant learning for 
the group. He must be prepared to meet contingencies that might 
arise in the group discussion. The wise, alert teacher will be ready 
with lead questions which will help keep the discussion on die 
track, or make sure important issues pertinent to the discussion are 
not overlooked. 

2 , Formalized group discussion. While visiting a high school in 
a distant city, the writer happened to step into a room where a 
young woman sat at the teacher's desk. A glance over the class re- 
vealed at the rear of the room a more mature young woman seated, 
quietly observing ^nd evidently very much interested in what took 
place. The class was engaged in a discussion of certain literary 
characters connected with the story just previously studied. There 
were reports on important phases of the production by members of 
the class. Following these reports two critics for the day came to 
the front of the class and commented upon the nature of the reports 
offered, with corrections of grammatical errors, style of presenta- 
tion, and suggestions for improving their content. Other members 
of the class were then free to add their comments and enter into a 
discussion of the general subject of the lesson. Near the close of 
the hour, the lesson committee reported to tile class the work for 
the next day, with the special responsibilities this committee had 
assigned various members in the preparation of the lesson. After 
their report the chairman for the day called for nominations for 
the chairmanship for the succeeding day. This was promptly set- 
tled by the class, according to correct parliamentary procedure. 
The chairman had timed the discussion to give just time for the 
routine of lesson assignment and election of the chairman before 
the bell rang at the end of the period. The teacher had participated 
only three or four times, and then only to ask questions that 
guided the students back into the main road when the discussion 
tended to wander into by-paths. On two 01 three occasions the 
chairman had appealed to the teacher for help on some moot point 
which the class obviously could not settle for lack of necessary 
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information, or which was apparently not covered in the lesson, 
or at least not understood by any one. In conversation with die 
teacher, following the class period, it was learned that the teacher 
sat with the committee on the program and worked out the lesson 
for next day in some detail. The students were encouraged to sug- 
gest ideas and plans, but the teacher knew before the class as- 
sembled exactly what was to be done during the hour as well as 
what the assignment was to be for t^e succeeding lesson. 

There is a somewhat different kind of formalized discussion 
group procedure coming into popular adult use with which second- 
ary school pupils should become familiar. It keeps the character- 
istics of the total group discussion but provides more highly special- 
ized functions for certain members of the group. It is coming into 
extensive use in large conferences where the activities of small dis- 
cussion groups, in a greater or lesser degree, contribute ultimately 
to die thinking of the total group. 

This discussion group consists of a discussion leader, and in addi- 
tion to the usual discussion participants, several resource members 
who represent special skills or specialized knowledge essential to 
the problem the group is discussing, and a recorder. It is the 
function of the leader to carry on the usual responsibilities of the 
good discussion leader. He must keep clearly in mind his leader- 
ship functions, which remain fundamentally the same in all forms 
of face-to-face group discussion. They are: (1) to aid the group 
select and define the problem or problems for discussion; (2) to 
maintain group morale; (3) to see that the discussion is kept keyed 
to the problem under consideration and not permitted to digress; 
(4) to maintain an atmosphere of fairness and insure that the 
democratic process is operative, so that all members of the group 
have an opportunity and are encouraged to participate, and that all 
aspects of the problem are fully explored; (5) at intervals to sum- 
marize or clarify the discussion when he senses confusion is likely; 
(6) to help the group arrive, where possible, at definite conclusions 
and determine such implementation as these conclusions imply. 

It is assumed that all group participants have a background 
knowledge of the essential facts basic to the discussion. However, 
a feature of this forth of discussion group is the presence Of so- 
called experts or those who are especially familiar with the issues, 
facts, and skills important to the final resolution of aspects of the 
problem under discussion. These resource members are available 
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to the leader or members of the group much as a library would be* 
They participate in the discussion, and volunteer from time to time 
those resource data the group may need for an intelligent solution 
of their problem. 

The recorder is charged with the responsibility of recording the 
general direction of the discussion, pertinent facts brought out, and 
decisions made by the group. Should the leader or group wish to 
check back on the development of the discussion, to refresh mem- 
ories of significant facts, arguments, or decisions made, the recorder 
is presumed to be ready at any time to provide such information. 

More recently, as discussion groups have become more interested 
in the processes of group procedures, as well as in the pertinency 
ot the discussions, another functionary has been added. He is 
known as the observer. There may be more than one observer. It 
is the business of the observer, who is particularly skilled in group 
processes — or "group dynamics” as it is now called — to study 
the processes of "roup interaction. At times, usually at the dose 
of a discussion session, he helps the group “see itself as others see 
it.” That is, he helps the members see the forces operative in the 
discussion to advance the group movement, to delay, or thwart 
movement, to force clarification of issues, and the like. 

3. “Panel 9 or “Round Table” discussions. Over the radio it has 
become popular to broadcast “panel” or “round table” discussions 
of some vital and current problem of public interest. It has be- 
come a popular device of conferences, institutes, and workshop 
groups. 

The teacher and pupils should understand clearly the differences 
between the “panel” or “round table” discussion technique ii* con- 
tradistinction with the face-to-face discussion group organizational 
forms previously considered. It is somewhat amusing at times to 
see a small group of fifteen or twenty decide to have a “panel” dis- 
cussion by selecting, more or less at random, four or five of their 
number to participate. Obviously they wish to be up-to-date in the 
use of discussion devices without a knowledge of the specific func- 
tion of the device. 

The major function of the “panel” is to conserve the advantages 
of a discussion group in a large audience situation where the group 
size does not make practicable total group participation. In a sense 
it provides for the large group the benefits of vicarious participation 
in a discussion situation carried on by a few selected participants. 
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By the very nature of the discussion technique only a limited num- 
ber can profitably engage in it The processes of thinking must be 
such that while several minds bring out all the issues and important 
relevant facts, these must not be so profuse or unrelated as to 
greatly retard or inhibit logical progression of the discussion. When 
a group becomes too large for face-to-face discussion, the partici- 
pants are likely to be limited to fragmentary, often disjointed, com- 
ments that distract from a progressive developmental sequence of 
ideas that move toward a satisfactory conclusion. 

In setting up a “panel” or “round table” it is customary to select 
a small group of a half dozen or so members, representative of 
several points of view with respect to the problem under considera- 
tion, and each well qualified in background knowledge to make a 
contribution to the discussion. In large conferences it is the practice 
to select expert participants, unusually well prepared by experience 
and knowledge to make a contribution to group thinking. It is 
assumed that these discussants in the usual process of group dis- 
cussion will bring out all of the salient facts and arguments perti- 
nent to the problem. The audience thus vicariously shares in the 
“give-and-take” exploration of the problem that goes on in the 
progressive development of the panel discussion. 

While there are modifications of the “panel” procedure as de- 
scribed above, it should be kept clearly in mind that thqj'panel" is a 
device by which the advantages of a small face-to-face discussion 
group is made available to a larger group situation where group 
size would make impractical face-to-face discussion. It is the func- 
tion of the chairman to see that the problem is clearly stated and 
to keep the discussion going as in the small group. It is likewise 
important to understand that speech-making by participants in the 
panel is not a part of this procedure. The panel represents the free 
give-and-take of the usual small unrehearsed discussion group. 
For panel discussants to make formal speeches, long or short, is a 
violation of the purpose of the “panel.” 

4. Symposium — lecture discussion . These two discussion de- 
vices, while slightly different, are basically of the same mold. The 
“symposium discussion” differs from the “panel discussion”* in that 
each of the participants is expected to present a well reasoned argu- 
ment or point of view with respect to the problem being discussed. 
Each participant is presumed to present a somewhat different point 
of view. By this device the audience is expected to be confronted 
with the major points of difference and the supporting arguments 
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with reference to the problem under consideration. These presenta- 
tions may vary from five to twenty minutes depending upon the 
number of participants and the length of the session, usually pre- 
determined. 

After the formal presentations it is customary to have audience 
participation either through questions or comments. Generally 
such questions or comments are directed at members of the sym- 
posium group. Consequently, the discussion takes place largely 
between members ol the audience and individual members of the 
symposium group. Each symposium member is assumed to be an 
expert in his field, and his background of specialization to have 
recognized relevance to the problem being discussed. Possibly 
such radio programs as Town Hall of the Air would be fairly repre- 
sentative of the symposium discussion. 

In planning such a discussion program it is important that the 
members of the symposium be selected with care to insure that a 
real difference of 'minion exists between them. A visit some time 
ago to a highly advertised symposium discussion meeting proved 
very disappointing. A large, expectant audience came prepared for 
a lively clash of thinking on an important controversial problem. 
When the speakers wcie through it was obvious no clash of think- 
ing worth-while had taken place. The last speaker, with a sense of 
embarrassment, suggested that he found himself in general agree- 
ment with his colleagues, therefore, saw no point in repeating what 
had already been said. With this statement he sat down. The 
efforts of the chairman to create a controversial situation failed. The 
audience quickly began to disperse; the purpose of the “symposium- 
discussion’* meeting had fallen quite flat. 

The “lecture-discussion” is conducted much as is the “symposium- 
discussion.” One speaker with a twenty- to thirty-minute formal 
presentation is then subjected to questions and comment from the 
audience. The function ot the “loctui e-discussion” is sharply diver- 
gent from that of the “symposium-discussion.” Here attention is 
called to one position quite fully explained. To the extent that the 
lecture involved a contioversial issue the focus of attention is upon 
the nature* of the position held and the cogencv of the argument 
presented. Often such a lecture is not controversial but explanatory 
or the presentation of an interesting thesis. Consequently, the 
questions and observations from the audience are essentially keyed 
to gain a better understanding of the speaker’s ideas. 

There is much to be said foi this form ol group piocedure. The 
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problem of semantics is increasingly being recognized as a primary 
barrier to understanding. The opportunity for the audience to 
raise questions often reveals serious misunderstandings of the point 
of view of the speaker, and die need for amplification or correction. 
Not long ago the writer was speaking to a luncheon group of busi- 
nessmen on the “Core Curriculum.” As we left the luncheon a 
graduate student who had gone to the luncheon remarked that after 
die luncheon the man seated next, to him had commented: "I am 
not sure I understood what the Doctor was talking about. He fre- 
quendy used a word I am not sure about. Do you spell that word 
“C-o-r-e” or “C-o-r-p-s”? Obviously the lecture was wasted as far 
as that businessman was concerned. 

5. Institutional forms of socialized procedures. It has become 
popular to cast the class or group activity into one of the many 
forms of social organizations that exist in the community. Setting 
up civic patterns, such as city councils, legislative assemblies, party 
conventions, courts, and lesser organizational groups, to demon- 
strate procedures and get the feel of our democratic institutions 
at work is worth while. 

Once a social science instructor invited the writer to visit a moot 
court then in session in his high school classroom. The court sat 
for several days. The jury had already been sworn in and die tak- 
ing of testimony was in progress. It was a most pleasant and profit- 
able hour. Interest was intense — so much so that many students 
in related courses who had study hall at this period had been 
permitted to attend. To provide a proper audience-situation for 
critical study of the procedures, the opposing sides had kept an air 
of secrecy about some of their witnesses and the development of 
their cases. The class had studied briefly the general theory and 
organization of legal jurisprudence. Those members who partici- 
pated actively as judge, counsel, bailiff, and jury foreman had con- 
sulted legal talent, and were unusually well versed in the simpler 
aspects of court procedure. This experiment dramatized the place 
of our courts and legal machinery in a democratic society as ho 
amount of reading could have done. ' 

It is a common expedient in social science classes, during the 4x- 
citement of presidential elections, to set up mock nominating con- 
ventions. Often these have been broadened out into an after-school- 
hours event to permit the entire student body, and even their 
parents, to attend. When general interest is aroused, as in an 
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election period, it is easy to generate intense interest in rather un- 
usually difficult forms of class organization. On occasion such spec- 
tacular organizational forms may be warranted on the larger 
grounds of general school morale, even if the classroom values 
might not wholly justify it 

Usually the less involved types of social organization are em- 
ployed. An English class in journalism may set up a newspaper 
staff organization. This is flexible and permits easy adjustment to 
the needs of the class. Literary clubs, or even simple reading of 
parts of plays by students, may produce much of the dramatic 
effect without elaborate organization. The use of simple parliamen- 
tary forms with only a chairman to referee discussion is very effec- 
tive. Debating clubs and even temporary debate procedures are 
frequently employed with great success. At the junior high school 
level, students may be encouraged to organize into simple com- 
petitive group*, thoosing sides with leaders and checkers to keep 
scores, while the teacher, or some member of the group, announces 
the drill exercises. The plan is useful whether a quick recall of 
important arithmetical processes, spelling, necessary applications 
of correct usage in English, or other data are the objectives in 
question. This device is simple and, if properly motivated, effective. 
The effective use of variations of this plan has been observed fre- 
quently. 

Certain principles to be remembered 

A first principle of all formal types of organization is to cast 
the form of organization in as simple a mold as possible. In an 
effort to get creaky machinery to work smoothly, it is e'sy to get 
lost in the web of complicated machinery, with consequent loss of 
valuable time. Furthermore, there is ever increasing danger that, 
as the complexity of organizational machinery increases, the atten- 
tion of the class will be diverted from its primary objective to the 
novelty of the machinery itself. One of the dangers of all organiza- 
tional efforts to gain facility in the attainment of desired goals is 
just this tendency to become involved in the meshes of complicated 
machinery. Teachers who desire to use the Srmal type of recita- 
tion will be surprised at the variety of simple forms such organiza- 
tion may take. 

A second principle of conducting the formal-type class is that the 
form employed should be adapted to the needs of die group. It is 
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questionable whether the formal class organization will facilitate 
every need of the class. In many situations no doubt formal organ* 
ization lenders rather than helps. The teacher must be guided in 
die selection of form by several considerations. 

1. Does the form truly exemplify the ideas the lesson is to con- 
vey to the student? Obviously die moot court can be valuable only 
as it reveals principles of legal justice of the type common to local 
civic needs. Imitations of Supreme Courts, etc., are not valuable 
forms of training. To apply a literary organizational form to science 
classes would be clearly non-applicable to the needs of the subject. 

2. Classroom situations differ widely, and the form that would 
apply to one would be ill-advised in another. Often the level of 
ability of a class will be the determining factor in the selection of 
the form the activity should take. Experienced teachers can visual- 
ize classrooms in social science where an attempt to hold a moot 
court would be doomed to failure at the start, because of the lack 
of students qualified to act the parts adequately. Again, a highly 
involved legislative assembly, with many committees, etc., is out 
of place in a class of ten or fifteen students. Since the smaller 
high schools average very limited class enrollments, a corresponding 
limitation is placed upon their use of a number of the more spec- 
tacular forms. 

3. The acquaintance of students with community organizational 
activities will play no small part in the wise selection of the device. 
Unless the device contains within itself some of the elements of 
learning desired, instruction in its use may be a waste of valuable 
time. Particularly is this true when there are available other forms 
for class organization which are so familiar to the student that no 
time need be wasted in showing pupils how the device is to 
function. 

4. There are some phases of learning that it is highly desirable 
for the* teacher to guide. Where the teacher, for example, has the 
resources not available to the class, it would be most wasteful to 
coach certain memlrers of the class for the sake of full student 
control of the class hour. 

A third principle of organization would dictate that organiza- 
tional officers should be few, and that they should be changed 
frequently. This is highly desirable, and for much the same treason 
pretentious organizations should be shunned. The policy of using 
only the officers who will actually contribute to the smooth opera- 
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tion of the form of recitation employed enables the teacher to give 
more concentrated attention to the few. No plan will operate of 
itself. Students must be guided and encouraged constantly. The 
teacher who can focus attention and effort upon the work of a few 
student leaders at one time will be able to secure a better quality 
of work than when attention must be dissipated over a wider area. 
Since the purpose of institutionalized procedures is to democratize 
educational consciousness on the part of the students, it is also 
necessary to avoid any idea of monopolies on the part of favorite 
students. Moreover, the training in group leadership, while some- 
thing of a by-product, is an important value of this form of pro- 
cedure. No rule of thumb suggestion can be offered to govern the 
frequency of change in class leadership. The nature of the pro- 
cedural form employed must determine in part the frequency of 
rotation of responsibility. Some forms would have their effective- 
ness destroyed o u uously marred by 'swapping horses in mid- 
stream.” A moot court would be a good example in point. The 
size of the class and the consequent opportunity for participation 
in responsible positions must be a factor considered. Smaller classes 
need not change as often as large ones. 

A fourth principle is that the teacher maintain a \ ital control of 
the class as guide and counselor, even though visible control at 
times be delegated. This will assert itself in at least two impor- 
tant directions. 

First, when the plan to be used and the students to be chosen as 
leaders must be decided, the teacher should quietlv though ‘Irmly 
keep a steady hand on the “ark” lest it founder. The adroit teacher, 
however, will exercise control with a minimum of obviousness to 
the class. Students are easily carried awav in their enthusiasm for 
the spectacular forms which mav be wholly unsuited to the imme- 
diate educational purpose; or, the form favored by the students 
may be impossible because of inadequate facilities or personnel. 
The teacher may well suggest to the class a form he thinks appro- 
priate to use. A teacher with personality usually can win the 
students to wholehearted acceptance of the idea he favors. Later, 
the teacher may welcome suggestions from *he students, and de- 
pend upon his ability to lead them to see tlie impracticality or 
dubious wisdom of using certain forms. In the last resort the 
teacher should not shrink from the exercises of a firm but kindly 
veto power where it is evident the proposed plans will defeat the 
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purpose for which they are intended. The selection of the per* 
sonnel to direct the new plan is of equal importance. To allow 
some students to be selected by their confreres for key positions 
for which they are manifestly unfit, can seldom be justified. In the 
initial use of institutionalized procedures, the teacher should exer- 
cise considerable authority when it is necessary to insure efficient 
leadership. If the teacher tacitly assumes this power, there will 
be little question raised on the part of the class. The maxim, 
“Delegation of power as students evince ability and disposition to 
use it wisely” should guide the teacher in the degree of self-deter- 
mination allowed. 

Second, the direction in which this principle will assert itself 
will be in the relationship of the teacher to the class while the form 
adopted is executed. The teacher needs to keep certain factors of 
the larger teacher-student relationship clearly in mind. He cannot 
be true to his position and abdicate his leadership of the class. He 
represents mature wisdom and technical training in the midst of 
immaturity and need for guidance. The attitude of some teachers 
that socialized procedures means freedom of the students to man- 
age the class largely without close supervision is educationally 
untenable. The teacher is always responsible for the success of the 
educational processes that take place. Thus the r61e of guide and 
counselor must be aggressive and positive, not insipid and negative. 
He should have his finger* on all planning of committees, and have 
some assurance of the significance of their recommendations. He 
must refrain from such domination as to make students “rubber 
stamps” of the teacher. Genuine planning should belong to the 
students. The teacher should content himself with questions that 
stimulate the students to creative activity, and as far as possible he 
should use questions that lead students to a searching evaluation 
of their tentative conclusions which will enable them to locate 
weaknesses and rectify them. The power of absolute veto must be 
the teacher’s prerogative, though the resourceful teacher will func- 
tion in the rdle of guide and counselor without resort to it, except 
on rare occasion. 

A final word of caution needs to be added lest the too-enfhusi- 
astic teacher accept the form as identical with the spirit it is sup- 
posed to generate. There is no assurance that the adoption of the 
mechanics of institutionalized procedures will eventuate in a dem- 
ocratic consciousness and cooperative spirit among die students. 
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Without a spirit of socialization permeating it, a formal procedure 
can be, of all things, most lifeless. Let die teacher never for a 
moment forget that devices are but means to an end, and never 
in themselves guarantee the end's being realized. The writer has 
observed some formal situations that could scarcely be exceeded 
in lifelessness by the traditional recitation at its worst. 

Conduct of the informal class procedure 

There is more of the natural in the informal class. No pre- 
tentious machinery is set up, and one visiting an informal class 
procedure might easily identify it with the traditonal form. The 
teacher may be in front of the room asking questions and the pupils 
answering them. This all-important difference between the tradi- 
tional and the socialized informal class would be noted by the 
discerning observer, however: the socialized class would be alert, 
eagerly asking m v^ell as answering questions, and more often 
directing these to each other than to the teacher. An exhilarating 
atmosphere of interest and a keen exchange of verbal blows, as 
ideas clash in the search for truth, would be in evidence. A com- 
plete lack of a sense of teacher compulsion or teacher restraint 
would characterize the proceedings. In fact, a thoughtful visitor 
would not fail to notice a group consciousness, and an acceptance 
of the teacher as one of the group, not characteristic of the tradi- 
tional recitation where the teacher asked the questions and the 
pupils answered directly to the teacher. 

It is not easy at all times to detect just when a truly socialized 
class procedure is in progress. The transition from the teacher 
domination to the consciousness of “we-ness,” referred tc as a dis- 
tinguishing characteristic of the socialized class procedure, is so 
gradual and the twilight zone between the two so attenuated that 
it is not always easy to say “this is," or, “is not" a socialized class. 
Nor should the teacher be greatly concerned when this twilight 
zone is reached. A class that can be guided into such a condition 
is not “far from the kingdom." It will sooner or later, probably 
sooner, come into the full possession of this coveted spirit. For, 
as has been said repeatedly, the socialized leHtation is not a matter 
of mechanics but of spirit, and no amount of mechanization can be 
substituted for it 

Let us hasten to say, however, that mechanics can be of in- 
estimable value in the hands of a skilled teacher in unlocking the 



170 


Socialized Class Procedures 

gales that will release the spirit. To put it in another way, there 
are very well-understood techniques which more naturally create 
conditions that induce the spirit sought. In the use of some of 
these the teacher should develop skill. One of the first suggestions 
involves the physical aspects of class seating. As will be suggested 
in Chapter 17 on “How Can the Learning Environment be Im- 
proved?" the common seating arrangements found in schoolrooms 
is a flarcback to an older theory of education, which conceived of 
the student as an open vessel into which might be poured the 
golden wisdom possessed by the teacher. Thus the student faced 
the teacher. The traditional recitation necessitated the same seat- 
ing arrangement since the teacher remained the center of attention, 
and the question- answer procedure was between teacher and 
student. To accentuate the centrality of the teacher in the psychol- 
ogy of the classroom situation, often a raised dais was provided 
him. To eliminate the teacher as far as possible as central in the 
student consciousness, it is good psychology to arrange the students 
in a circle or around tables, when the class is small enough, with 
the teacher seated in the circle. While the teacher retains definite 
leadership of the class in this informal arrangement he is not set 
apart from the students, but assumes a position of “oneness" or 
“we-ness" with the group. The teacher is no more in the class than 
any other member! This leads to a forgetfulness of the dominance 
of the teacher, and to an dasy give and take discussion within the 
group. 

In large classes, of course, this seminar or discussion-group plan 
of seating arrangement is not generally feasible. The teacher must 
then depend upon his personality, with a few device's from his bag 
of tricks to create the desirable atmosphere. An unassuming, eager, 
buoyant manner may lie contagious, leading students to forget the 
teacher in the all-absorbing question or problem before them. The 
teacher must develop the delicate power of asking questions or 
creating situations that draw out the student and eventuate in a 
ready clash of opinion or search for facts which become so absorb- 
ing that the teacher ceases to become focal in class consciousness. 
Another approach is through a student report so staged as to draw 
out questions and arouse discussion. The discussion form is ' one 
of the simplest and most adaptable means of socializing the class 
activity. 
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Group dynamics 

Basic to all that has been considered in the socialization of class 
procedures has been the recognition of the need for increased 
competency of individuals and groups to function collectively in 
our democratic society* Democracy is dependent upon the intel- 
ligent effectiveness of group action and reaction. These compe- 
tencies do not just occur. The school must piovide the necessary 
environment and teach youth* the social skills necessary to make 
democracy as a way of life work. The discharge of this responsi- 
bility on the part of the school is facilitated in part by organiza- 
tional devices discussed above. Important though they are, these 
alone are not enough. 

In a large degree the development of such skills is made pos- 
sible by careful study and understanding ot those subtle nuances 
of individual group relationships that make group processes 
tick. This effort to discover what these processes are that govern 
member interaction within the group is now known as group 
dynamics . Within the past ten years, particulaily, intensive study 
and research have been made into those interactive personality 
forces that make for successful group action, or tend to frustrate 
and paralyze it. The teacher will do well to acquaint himself with 
the findings ot this rapidly growing field: the nature of the complex 
interactions within the group and how these may be influenced, 
and the instruments, such as sociometry and sociodrama, that are 
available to the teacher with which to guide pupils into nu re vital 
group activity. 

QUESTIONS AND PROBLEMS 

1. Explain the old and new meanings applied to the term "recitation.'* 
In what ways do the older and newer uses of the term "recitation** 
differ? 

2. Have a group discussion on the xelative merits of the "recitation** as 
an educational method. 

3. Have a "panel** discussion of the values of a teacher-led versus a 
pupil-led class discussion. 

4. Have the members of the class recall both u “good** and a “poor** 
recitation in which they participated as individuals while in high 
school, and write up descriptions of each with the reasons why they 
judged each to be good or bad. 
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5. Have a class discussion on the question: “Why are socialized class 
procedures more in harmony with the needs of democracy than the 
traditional recitation procedures?** 

6. In one class period have a member of the class describe the nature 
and use of the “sociogram** in not more than thirty minutes and 
then have the remainder of the period devoted to questions, with a 
recorder keeping a record of who participated and how often. Have 
another recorder keep a record of the questions asked. If possible, 
have the question period tape-recorded. During the next class hour 
have the class discuss their experience as an example of the ‘lecture- 
discussion*’ procedure. 

7. In a "symposium-discussion** procedure have three or four of the 
students present the advantages of several socialized class pro- 
cedures. 

8. In what ways does the leadership responsibility of the teacher 
change from the use of the face-to-face discussion class and the 
institutionalized group procedure? 

9. What factors must be considered by the teacher in planning and 
conducting the informal socialized class procedure? 

10. What factors should be considered in determining the type of social- 
ized class procedure to be used to the best advantage in a classroom? 

11. After a class discussion of the meaning of sociodrama have a section 
of the class demonstrate the principles of sociodrama as an audience 
situation. 

12. A single, or series of class discussion situations with the secret aid 
of a few members of the class might be set up to demonstrate to the 
class the principles of group dynamics. 
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How Can Good Study Methods 
Be Taught? 


1. Why Be Concerned with Study Improvement? 

Modern education makes good study methods essential 

The simplicity of primitive life made educational procedures 
simple. The learning of the few meager skills necessary could be 
achieved largely by imitation, and the few rules of the road needful 
to be kept in mind did not involve a serious tax on memoiy. This, 
plus the fact that little was known about the learning process, re- 
tarded the development of study skills. 

The preceding chapters have indicated quite clearly the complex 
nature of adjustment necessary to live successfully in modem 
society, and particularly within our democracy. It requires a high 
degree of problem-solving skills to meet the complexity of problem- 
situations which now confront the learner. Simple imitation and 
the memorization of a few facts are not enough. We know, too, 
that learning is not the simple thing we once thought it to be; even 
memory is a complex function. 

Today we recognize that complex problem-solving skills are, not 
automatically acquired. They must be taught. And since modem 
education stresses the generalized carry-over of processes rather 
than facts in learning, attention is increasingly being focused upon 
the development of good study (learning) procedures by the p^pil. 

Problem of school failures 

When education was restricted to the few, and these somewhat 
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selected, there was little consciousness of peculiar learning diffi- 
culties. As the democratic conception of education began to crowd 
our elementary and secondary schools with youth of every sort, at- 
tention was called to the disparity in learning achievement and the 
excessive attendance mortality among the students who started in 
school but finally dropped by the wayside. One of the most signifi- 
cant revelations of the maladjustments prevalent in our schools, and 
the heavy ratio of failure to # success among students, came as a 
result of the extended study made by Ayres 1 through a subvention 
from the Russell Sage Foundation. He found an average retarda- 
tion of 33 per cent for all cities studied. This did not include 
eliminations, which A. S. Draper, Commissioner of Education of 
New York State in 1908, estimated to be from 60 to 70 i#er cent for 
those entering school to the completion of the eighth grade. A 
recent Report of the United States Commissioner of Educations 
office reveals that of one hundred children who complete the fifth 
grade only thirty-four complete the freshman year in high school, 
and of these but thirteen complete the senior year. Not all of these 
eliminations are due to scholastic failures, though a heavy per- 
centage is the result of inability to carry the load successfully. 
Extensive studies of student failures in high schools and colleges 
have shown an appalling amount of dropping by the wayside, even 
among students whose general scholastic record is average or 
above. With increased attention to the study habits of these stu- 
dents, it has been found that large number of these failures are 
due to poor study techniques, rather than to lack of mental endow- 
ment. Ihe degree of success that has followed special efforts to 
correct the study difficulties of individual cases has emphasized 
the need for special attention to correct study habits. 

Technique of study a new development 

By 1900, it became quite generally recognized among our fore- 
most psychologists and educators that learning was a very complex 
activity, and that the capacity to learn varied greatly with differ- 
ent individuals. Along with the discovery of this important char- 
acteristic about learning have come mosw painstaking efforts to 
analyze the elements in these complex learning activities. With this 
analysis has come the development of general and specific tech- 

1 Ayres, L. P. Laggards in Our Schools. New York: The Charities Publica- 
tion Committee, 1909. 
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niques of study to harness efficiently these principles of learning 
for the ready use of the learner. It is these factors that have sharp- 
ened die realization of the need of proper study habits, and the 
demand that these newly developed techniques of study be made 
available to die student. 

In spite of these facts, it has been only within comparatively 
recent years that the idea has taken form that the teacher had some 
definite responsibility for the way students went about the prepa- 
ration of the advance work. For several years it was die duty of 
die writer to lecture each autumn to some three hundred college 
freshmen on How to Study. Each year these incoming freshmen 
were asked the question: “How many recall definite instruction by a 
teacher on how to study a lesson, either in high school or ele- 
mentary school?” Never were there more than a half dozen in any 
incoming class of freshmen who could recall specific instruction in 
effective study methods. So rapid has been the growing emphasis 
on study guidance within the past few years, that it is doubtful 
whether a college freshmen class could now be found in which a 
large percentage would not indicate very definite awareness of 
specific directed study while in the high school. 

Possibly the pioneer book to find a firm place in the educational 
literature on the subject was that of McMurry, 2 published 7n 1909. 
Within die past twenty years the number of texts on study methods 
has increased rapidly. 

2. What Are Some Prerequisites of Effective Study? 

A single chapter on study methods in a general text cannot enter 
into a detailed explicit consideration of the techniques of study 
essential to the pupil or to the teacher. There is scarcely a phase 
of the total problem of study the teacher can afford to neglect In 
a field where many books have been written, little more can be 
done in a few pages than to call attention to the most important 
factors that contribute to good- study. The teacher must supple- 
ment this with a most extensive and rigorous study of the best that 
modem students of the subject have contributed. ' 

Four essentials of effective study » 

The student who wishes to succeed in study must give diligent 

* McMurry, F. M. How to Study and Teaching How to Study. Boston: 
Houghton Mifflin Company, 1909. 
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attention to those factors which make for success. There is no 
royal road, or any easy short cut, to true study efficiency. The wise 
teacher will keep this patent truth constantly before the mind of 
the learner. Nor can the teacher forget to be guided by the im- 
plications of these four prerequisites as the task of supervised study 
is envisaged. Particularly is this so, since three of these the teacher 
must recognize as keystones in the success of any plan of study 
guidance he may undertake. 

1. Ability . Without a foundation upon which to build, success 
in mastering the difficult art of effective stud\ is impossible. The 
student is handicapped when natural endowment is low. The 
teacher cannot expect a high quality of achievement where mental 
ability of a high order is not present. Happily, even at the high 
school level, there is little room for the fatalistic attitude that too 
often has pronounced the student hopelessly dumb. Very often, the 
difficulty witn those who appear to possess a low mental capacity 
is traceable to causes that are subject to correction. There is much 
less determinism in the attitude of modern educators toward the 
evidence of low mentality or natural capacity than characterized 
educational thought a few years ago. Careful Jiagnosis of individ- 
ual cases has revealed an astonishing number of difficulties of an 
acquired rather than inherited nature, such as: bad mechanics of 
reading, removable physical defects, snarled emotions with numer- 
ous resultant inhibitions, etc. Today, before admitting a genuine 
lack of ability, every effort is put forth by enlightened school ad- 
ministrators and teachers to discover if the difficulties are net due to 
removable causes. Frequently, only the teacher thoroughly trained 
in clinical psychology and the corrective-study methods can dis- 
cover the true nature of the student’s difficulty. The writer has 
often seen elementary, high school, and college students who were 
considered deficient in natural ability, placed in the hands of an 
expert clinician in educational psychology who diagnosed their 
difficulties, discovered they had superior ability, put them under 
corrective training, and within a few months had the students back 
in their classes doing normal to superior work. So frequent has been 
the experience of the writer with such stu^ nts who seek admis- 
sion to his university classes, that now, low-scholarship students, 
found to be chronically so, are quite generally referred to a col- 
league, a clinical specialist, for careful diagnosis before they are 
assumed to be actually deficient in potential ability. 
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Farther, it should be remembered that there is less willingness 
at present than formerly to assume the Static nature of the I.Q. 
Too much evidence has been adduced showing the I.Q. amenable 
to environmental factors to accept it as a perfect index of the stu- 
dent’s native and unmodifiable capacity. There is much to en- 
courage the teacher to believe students of apparently low ability 
can, through training, be brought to a very much higher standard 
of intellectual achievement. There will always remain, however, a 
significant relation between power to do and the true potential 
capacity of the student. 

2. Purpose. A vital purpose is fundamental to successful study. 
It is virtually impossible for one to pursue a continuous, persistent 
direction against odds without a driving purpose. Human nature 
seems to be so constituted that it caunot continue sustained effort 
of any kind without a purpose. The purpose may be immediate, 
or it may be remote. It matters not, so long as there is sonic end- 
desire that goads the organism on to its fulfillment. In a vacant 
lot near by some little boys have been at work for days, as school 
duties and family interference have given time. From everywhere 
in the neighborhood, it seems, discarded Christmas trees have been 
converging upon this lot; little iolks have been struggling and toil- 
ing to drag big trees for three and four blocks — a task notamall 
for those twice their age. They have wielded spade and rake to 
dig a big hole and collect large quantities of dead grass. Aching 
muscles, even blistered hands, have not daunted. But why this 
sustained strenuous effort? Children would have thought it most 
inconsiderate to have been asked by parents to gather these trees 
on the vacant lot just to convenience adults. Parents would have 
been quick to question any other parent imposing on tender age 
in this fashion. Yet the children were impatient of all obstacles 
that kept them from their task. Why? They were making a fort! 
Their faces plainly mirrored surprise that anyone should question 
the significance of the thing they were doing. We work and often 
count not the cost when purposes are dominant enough, ltes^l 
the fascinating accounts qf the work of great discoverers, and nofe 
the driving power of purpose that made a Pasteur virtually a slave 
of his test tubes and microbes; or that stimulated an Edison in 
deny himself the ordinary satisfactions of hunger, so intent did lie 
become at times in some experiment. 
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A driving purpose means concentration . 8 Thinking cannot take 
place without deep concentration — that is, sustained difficult 
thinking. Study requires concentration; the degree of concentration 
depends upon the difficulty of the thinking involved in the study. 
We are gradually pushed back upon a hierarchy of satisfactions 
quite universally recognized by psychologists. Unless there are 
satisfactions to be achieved as the result of effort, this is likely to 
be desultory, if it does not cease entirely. Our put poses may in* 
volve satisfactions immediate or 4 remote, but there must be present 
some conviction of the attainability of the purpose, and the conse- 
quent enjoyment of the satisfactions cherished. The teacher must 
give to the student not only a sense of confidence and assurance 
that the objective can be realized, but also an attractive driving 
purpose that will challenge him to sustained concentrated effort. 
It has been found repeatedly, both with high school and college 
students, that a purpose for study was an essential bulwark to 
success. Students who are in school, they know not why, have 
revealed little inclination toward serious scholarship. They have 
no driving purpose, therefore no real power of concentration to 
make effective study possible. As one writer has said: 4 “The sine 
qua non for genuine concentration is a vital purpose. Without 
purjpose no concentration is possible. With purpose all concentra- 
tion is possible.” 

This same author offers five practical suggestions by which to 
achieve concentration, in addition to purposiveness. These may 
prove suggestive to the teacher when restated to meet the study 
needs of high school students. As paraphrased they read: 

1. Impress upon students the need to avoid all distractions; remove 
or avoid distractions as far as possible within the classroom. 

2. Teach the student to work under pressure. 

3. Impress upon the student the importance of starting study with 
vigorous initiative. 

8 At this point consult Mursell, James L. Using Your Mind Effectively, pp. 
185-190. New York: McGraw-Hill Book Company, Inc , 1951. 

* Headley, Leal A. How to Study in College, p 56. New York: Henry 
Holt and Company, 1926. While Chapter III, “How to Concentrate,” is 
written for college students, as the title of the book suggests, the teacher will 
find much in the broad discussion of principles which is applicable to the 
high school student as well. 
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4. Impress upon the student the need to keep physically alert, and 
teach him how this may be achieved. 

5. Impress upon the student the need to respond actively to subject 
matter and situations that comprise the object of study. 

3. Knowledge . It is one thing to have potential ability to study 
effectively, and another to be sufficiently challenged to devote one’s 
best effort to attain a desired goal. But it is quite as necessary to 
know the most expeditious ways of moving surely, step by step, in 
the direction of the coveted objective. The somewhat naive as- 
sumption in the past has been that, if one possessed real ability and 
a driving purpose, he would work out his own salvation — develop 
a method of attack that would ultimately lead him to attain the 
goal set before him. It is true that one with plenty of native 
capacity will eventually evolve, through a long painful trial-and- 
error method, a workable plan which in a goodly percentage of 
cases will result in some measure of success. This idea, however, 
is now passe . We know the trial-and-error method does not always 
culminate in good study procedure. There is no. reason why the 
cumulative experience of careful students of study techniques 
should not be made available to youth at the earliest possible 
moment. It should be the ideal to establish correct studv habits 
in the elementary grades; then study methods in thelligh school 
might be devoted to perfecting a technique fundamentally correct, 
but still in the rough, and to the correction of maladjustments 
where the elementary school had failed to do a perfect work. 

Educators are becoming increasingly concerned that study be 
begun right, and that correct habits be established which need not 
be tom down and new ones built up. It is a costly expenditure of 
time and energy to undo and rebuild habits. To correct wrong 
habits is difficult Many teachers have found it most discouraging 
to students to try to break down old habits and substitute new ones. 
It is much easier to start right than to try to retrace steps and 
begin again. The writer recalls a college friend who became quite 
a proficient player of the clarinet. A later decision to take special 
training under most competent instructors took him to dhicago. 
There he discovered his first task was to undo some bad hibits of 
technique. Six months later he could not be persuaded to pfey at a 
public function as of yore, and, much more serious, he was on 
die verge of giving up his purposed musical career, for he dis- 
covered, after these months, his old-time skill gone, so that on the 
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surface at least, the latter state of the man was worse than the 
first. This is the normal experience where complex habits are sub- 
jected to correction. Old habits also have an embarrassing way 
of rising up to mock us. A student in music who has learned to 
play the piano by ear, with correspondingly bad technique in 
finger movements, etc., will find it exceedingly difficult to learn by 
note and to escape the chains of bad habits fastened upon him. 
Frequent lapses into the old are likely to occur. Under strain or 
intense momentary excitement, old habits are likely to flare up in 
patterns originally learned. 

4. Practice. Little need be said to emphasize the necessity of 
constant practice to build up correct habits of study. No amount 
of instructional knowledge of how to study will make a guod stu- 
dent. Effective study can come only by the rigorous practice of 
those techniques which the student knows to be of value in success- 
ful study. Efficient habits of study, like playing the piano or 
solving problems in Euclid, can never be attained vicariously. 
Practice alone makes perfect. 

Mechanics of reading 

Few aspects of study technique appear to relate themselves more 
directly to study efficiency than does reading. In the past, educa- 
tors and teachers have assumed reading to be a somewhat simple 
skill. It is only within the last three decades that reading has 
received serious attention by American educators as a complex 
technique. Indeed, the beginnings of widespread interest a the 
subject among American educational leaders came after World 
War I. More studies of a scientific nature on the subject ot reading 
were published in 1923 than in the period 1880-1916. Almost co- 
incident with this surge of interest came a recognition of the com- 
plexity of the problem of reading, and the serious defects in read- 
ing mechanics prevalent in our schools. 5 Good readeis are 

5 For more complete discussions of the various aspects of "reading” mechan- 
ics, see Reading in the High School , Part II, Forty-Seventh Yearbook, National 
Society for the Study of Education. Chicago: University of Chicago Press 
1948; Gladfelter, M. E. Change s in Reading Ability * 474 Students During 
the Freshman Year in College . Philadelphia: University of Pennsylvania Press, 
1945; Strang, Ruth et al, Problems in the Improvement of Reading in High 
School and College. Lancaster, Pa.: Science Press Printing Company, 1940; 
Gray, W. S., editor. Basic Instruction in Reading in Elementary and High 
Scltools, Supplementary Edition, Monographs No. 65. Chicago: University of 
Chicago Press, 1948. 
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generally the most successful students. Correct reading mechanics 
are essential to scholastic success. Until very recently it was as- 
sumed a poor student lacked genuine ability. Now the tendency is 
to investigate for possible reading difficulties as the first cause of 
poor scholarship, as well as of low scores on mental tests. 

One of the sources of great difficulty in reading has been the 
mechanics of the eye movements across the page. The correct 
mechanics of reading require, among the most important essentials, 
well-spaced eye fixations, rhythmic movement from one fixation 
to another, automatic return-sweeps from the end of one line to 
another, few regressive eye movements, and good tempo as reading 
progresses. The good reader tends to cover the words in a line 
with only a few shifts of the eyes, including in each eye-pause a 
large and significant phrase. On ordinary reading material the 
good reader will average from three to six fixations per line, while 
the slow may double or treble that number with correspondingly 
less phrase reading. The tendency to pause, hesitate, and start over 
again from some point in the line to pick up connecting threads 
of meaning is due to frequent fixations, with meaningless segments 
of words or partial words in unrelated connection. To avoid re- 
gressive eye movements* students should be taught to read by 
phrase, which requires in turn few fixations per line. Good readers 
usually reveal a rapid tempo, which is in part achieved by rhythmic 
movements of the eye from one fixation point to the next. It is 
generally conceded, as a result of experimentation, that maximum 
rapidity of reading can be achieved through silent reading only. 
Rapidity of reading orally, or through the use of lips, is limited 
by the slow reaction time required for muscular coordination. 
When reading is done silently, only the obstacle discussed above 
interferes, as visual-mental reaction time is most rapid. 

Unfortunately, it is not possible for the student to analyze his 
own difficulty without help. He may be cautioned against regres- 
sive eye movements, but that will avail little if he does not tend to 
take in phrases or whole words in each fixation. The teacher 
should watch students who are slow readers, and at least call 
attention to correct mechanics. Headley 6 suggests a simple device 
by which alert teachers may discover die more flagrant difficulties 
of eye movement. The reader, seated at a table with a book open 
before him, should place a mirror on the page opposite the one 

• Headley, L. A., op. cit., p. 261. 
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from which he is reading. The teacher may sit across the table 
directly opposite die reader and follow the movements of the stu- 
dent’s eyes as he reads. Where clinic specialists on reading and 
study problems are not available, as they are not in most of the 
smaller schools, every teacher should be prepared to aid the cor- 
rection of the more obvious faults of reading mechanics. Efforts 
to correct these difficulties by other than specialists probably 
should center around efforts to # speed up reading through longer 
phrase reading, silent reading, and shortening the pauses between 
fixations. 

There is a significant relation between rapid reading and com- 
prehension. This may be clear when it is recognized that there 
appears to be a very definite relationship between a large perceptual 
span and comprehension on the one hand, and comprehension and 
memory span o;. the other. Psychologically, we might reasonably 
expect such to be the case. A large perceptual span means familiar 
groupings of words into phrases and clauses, rather than individual 
words or syllables. Reading rate is determined more by the per- 
ceptual span than by attempts to shorten fixation time. If this be 
true, then it is clear why a definite relation exists between memory 
span and perceptual span as they affect comprehension. The more 
successfully one can crowd into memory span a large unit of 
material, the more will he have available for a single interpretation. 

The teacher needs to bear in mind that speed, valuable as it is, 
is not all. The type of material read, the students familiarit) with 
the general ideas contained therein, as well as the purpose ot the 
reading, will affect materially the desirable rate of leading. Novel 
reading for the most part may be rapid, as thought is not closely 
knit and words generally are familiar. Textbooks with compact 
meaning or unfamiliar vocabulary must slow up one’s reading pace. 
Unless time is taken to acquaint oneself with new words and exact 
meanings, the results may be superficial. As Ruskin once declared, 
it were better to read “one page with our understanding than ten 
thousand pages without.” Photographic studies of eye movements 
show a sharp change, both in the number of fixations per line and 
the duration of pauses, when reading materia, for the main ideas 
or for details; or when various subjects were compared, such as 
fiction, algebra, history, or Latin. 
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3. What Are Soma General Techniques of Study? 
intelligent reading techniques 

The teacher can make a distinct contribution to the student by 
directing his attention to a few simple suggestions that will apply 
to some phase of the reading required as part of the supervised- 
study period. 

1. Strive for mastery of words. Rapidity of reading is greatly 
impeded where a limited vocabulary requires repeated pause to 
search for meaning. Naturally a comprehension or reading vocabu- 
lary should be more extensive than a usage vocabulary. There is a 
natural relationship between the two, but every high school stu- 
dent should seek, without being offensive or affected in manner, to 
use an extensive vocabulary based upon his rapidly enlarging 
comprehension vocabulary. To the extent that words can be made 
thoroughly familiar can reading become rapid. The student should 
be encouraged to use the dictionary freely — to establish the dic- 
tionary habit. The student should be taught to make extensive use 
of contextual interpretation of word meaning and breadth of ap- 
plication. Many words, difficult to define in isolation, become 
perfectly clear in context. Further, the broad significance of words 
can add greatly to the student’s comprehension vocabulary if he 
develops a habit of careful observation of word usage. 

2. Adapt reading rate to the character of reading materials. In- 
telligent reading requires that the student adjust his reading to the 
nature of the material and to the purpose of the reading. Many 
students defeat their possible effectiveness in reading by not mak- 
ing distinctions in what is required of various types of materials, 
or the purpose for which the reading is done. A student who is 
reading a bit of fiction may well race along rapidly, getting the 
main thread of the story. When he turns his attention to history, 
the pace must be slackened if he is not to miss important factors 
of cause or effect, or fail to give due weight to certain facts in the 
possible sequence of events. Again, the grammar or algebra 
studied may require much more minute weighing of every sentence, 
even of words and phrases. As Bacon has said' "Some books are 
to be tasted, others to be swallowed, and some few to be ^chewed 
and digested.” 

When a student is gathering data on a topic where extensive 
reading is necessary to cover all possible phases of the problem, 
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he adopts a browsing method. The first source should no doubt 
be read with care. As each subsequent source is read the ten- 
dency of the intelligent reader will be to skim quickly over the 
material. Ideas previously met, and events similarly treated, can 
be detected quickly and passed by with but scant attention. Two 
or three minutes given to a hasty perusal of the paragraphs in a 
chapter may be sufficient to reveal no contribution from that source 
to the topic in hand. This is an achievement all students should 
covet. It is not easy to do, and takes extended practice to accom- 
plish, but it becomes increasingly important as the extensive use 
of sources, other than the textbook, is popularized. In more pro- 
gressive schools there is a distinct tendency for the textbook to give 
way to an extended use of numerous sources from the library. 
Teachers, therefore, should give special attention to student train- 
ing in the art of skimming. It is as important for the student to 
learn what not tu read as it is for him to learn what not to skip. 

Much of the reading assigned to the student may be quickly 
skimmed, 7 and, if important sections are found that need rereading, 
the student may do so after the preliminary rapid survey has given 
a bird’s-eye view of the treatment of the top^. For this form of 
reading, five suggestions may be offered the student: 

1. Read headings and captions. 

2. Read by paragraphs, scanning the opening sentence, and possibly 
a sentence near the middle and end of the paragraph when its 
value is doubtful. 

3. Give important paragraphs, such as the first and last pai.uraphs 
of a chapter, special attention. Usually they state the theme and 
the summary of the discussion. 

4. Look for signpost paragraphs important in directing the thought 
of a section of the topic. 

5. Where possible, read by parts that are larger than the paragraph. 
Often a glance at a line or two on a page will reveal no new ideas 
of importance are presented. 

3. Study the habits and point of view of the author Verv often 
the most illuminating thing about an author is his general point 
of view. Given that, his conclusions on a gi\ i subject are reason- 
ably obvious. This, of course, can come only when the student 
has become somewhat familiar with an author and his fundamental 

7 See MurseU, James L. Using Your Mind Effectively, pp. 223-224. New 
York: McGraw-Hill Book Company, Inc , 1951. 
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point of view. The teacher can do much to help the students ac- 
quire a larger acquaintance with the outlook and philosophy of 
the author. A teacher was observed making an assignment of a 
topic on World War I, estimated to cover approximately two weeks. 
Various books on his desk were taken up, one by one, as he referred 
the class to the source material for the unit of study. The general 
point of view of each was given if there was evidence of a distinct 
bias influencing the writers, as there was in at least two books 
written openly in support of a definite thesis as to who was respon- 
sible for the War. Something of the personal history of each author 
was given that would aid in understanding his undercurrent of 
thought. The student was thus prepared to read each source in 
the light of the intimate background given. A good appioach is to 
study the preface, where most writers reveal what they tried to do 
in the book. Taken in conjunction with the table of contents, the 
general organization of the book is often thrown into sharp per- 
spective. In textbooks, summaries, either preceding or following 
the chapter, frequently serve to give its highlights. Students should 
be taught to use these as an indication of what to expect in the 
chapter. 

Each writer has a definite style of writing and a vocabulary 
peculiarly his own. The reader should be taught to watch for these. 
Man is more a creature of habit than he cares to admit. The in- 
formed student will take advantage of this fact. For example, 
every writer has a definite plan for the use of the topic sentence. 
A few cast it into a summary sentence at the close of a paragraph. 
Some embody it in the heart of the paragraph, while the vast 
majority make it the springboard of the paragraph. Two or three 
pages of any book will be sufficient to discover the predilection of 
the writer in this regard. Once this has been discovered, skimming 
is easy where this type of reading is desirable. 

4. Ask questions about a topic . One of the most effective ways 
to study is to ask questions about the topic. Every chapter heading 
and every title to a book can be subjected to a battery of ques- 
tions. The more pertinent the title to the discussion that fallows, 
the more valuable the method. This is so simple that evefy stu- 
dent can become quite adept in asking significant questions implicit 
in the topic. It has several distinct advantages. 

First, it serves to sharpen the student’s thinking as to the full 
scope of such a topic. 
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Second , it focuses attention upon those items which the chapter 
or source should illuminate, if it measures up to its reasonable 
obligations in the discussion of the topic. This serves to direct the 
study of the student. He will read with these questions in mind, 
throw aside irrelevant comment and almost unerringly single out 
his answers as they appear. 

The third advantage comes through the close scrutiny which the 
data irrelevant to his immediate search receives, since this may 
reveal significant answers to questions not thought of in the original 
questioning of the topic or chapter heading. To cast aside data as 
not bearing upon a battery of questions previously formulated, 
must by indirection sharpen the attention to the importance of data 
overlooked. When the source has been read the student can easily 
check the results of his reading. He is prepared to ask what the 
answers were to each question. If some were not answered, he is 
in a better position to re-examine the topic to determine the valid- 
ity of his questions. Then, too, the additional data revealed enable 
the student to reorganize his concept of the topic, after he has 
found what others legitimately interpret it to include. McMurry 
voices his conviction 8 of the worth of this method of reading in 
the following quotation from Morley and Gibbon: 

"Some great men — Gibbon was one and Daniel Webster was an- 
other and the great Lord Strafford was a third — always, before 
reading a book, made a short, rough analysis of the questions which 
they expected to be answered in it, the additions to be mad' to their 
knowledge, and whither it would take them. I have sometimes tried 
that way of studying and guiding attention; I have never done so 
without advantage and I commend it to you.” Says Gib Don, "After 
glancing my eye over the design and order of a new book, I suspended 
the perusal until I had finished the task of self-examination; till I had 
resolved, in a solitary walk, all that I knew or believed or had thought 
on the subject of the whole work or of some particular chapter; I was 
then qualified to discern how much the author added to my original 
stock; and, if I was sometimes satisfied with the agreement, I was 
sometimes armed by the opposition of our ideas.” 

5. Practice self-recitation . Similar to the fi nulation of questions 
is the recitation to oneself of the significant things read in the 
source or sources* Questions would not be very significant if a 

8 McMurry. F. M,, op. cit ., p. 31. Also see Mursell, James L. op. cit., 
chapter II. 
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summary of the answers secured were not undertaken at the end 
of the reading. However, it is not inherent in the former that the 
recitation take place, nor is it necessary in the self-recitation plan 
that questions be formulated in advance of the reading. This may 
be done at the end. Such is not recommended here, however. The 
ideal is to combine the advance questioning with the concluding 
self-recitation. This has not only the advantage of directing the 
study instead of permitting a hazy pointless reading, but also of 
clinching the answers to the questions. 

In a recent experiment university students were instructed to 
read an assignment through rapidly, then to reread carefully a sec- 
tion of the assignment, with special attention to the main ideas or 
facts discussed. The students were then asked to try to formulate 
questions the answers to which would require a brief summary of 
the thought of the section read. Even when this was done the 
testimony of the students was overwhelmingly in favor of the self- 
recitation method. Of one hundred and thirty-nine students en- 
rolled in the “How to Study” classes where this method was em- 
ployed, seventy could recognize no disadvantages in the method. 
Only three disadvantages were recorded for the plan, as over 
against nine advantages claimed for it. 9 

6. Definitely react to tvhat is read . Possibly no better practice 
for the student could be suggested than the example of gibbon in 
the quotation above. At the high school level the student may have 
little background to contribute to his reading, but such as lie has 
should be used. In the nature of the case this must be done in 
some measure, for hjs interpretation of the meaning of what is read 
must be contingent upon his apperceptive preparation for that 
reading. The backgrounds of writer and of reader are different. 
The student must put forth effort to understand. Most textbooks 
merely suggest ideas, leaving opportunity for imagination to fill 
In the gaps. Good literature is valued more for what it leaves to 
the imagination than for what the explicit statement offers. It 
would lose its charm and, in large measure, cease to be good liter- 
ature, if every idea were laboriously elucidated. The average text- 
book can but suggest ideas that must be fully clothed by inlagina- 
tive thinking. The reason many subjects are dry to students )s that 
the students give nothing to their reading. That Columbiis dis- 

•Bird, Charles. Effective Study Habits , pp. 68-78, 87-93. New Yolk: The 
Century Company, 1931. 
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covered America in 1492 is a most prosaic historical fact* To 
visualize its human meaning for Columbus, as the poet saw it in 
the poem, “Sail On, Sail On,” or to let the imagination bear upon 
its significance for subsequent history, provides it with thrill and 
romance — but only for those who give imagination to the fact. 
Statements should not be supinely accepted, but critically evaluated 
for accuracy and for validity of conclusion. One should always 
ask, “What are the implications for us, if these are the facts, and 
the conclusions drawn from •them aie warranted?” The teacher 
himself should constantly react, and stimulate students to react, 
to whatever is read. 

Importance of note taking 

Few students have ever been taught to take notes properly. Even 
in colleges and universities, students have been left largely to the 
trial-and-error method of formulating a satisfactory technique by 
which to umL ••stand the lectures given or reading done and pre- 
serve some records for later consultation. Yet it is one of the very 
important accomplishments every adult and every high school 
student should possess. It is an ability needed through life. There 
are important occasions when the individual desires to take in out- 
line or summary form something read or the remarks of some 
speaker. Memory is short and the power of forgetting great. We 
do not retain long in memory those things not fixed there by repe- 
tition or by special attention. Note taking tends to fix items and 
ideas in mind because it requires both repetition and special atten- 
tion. The power to analyze keenly an aruJe or editoiud or an 
address heard, is of inestimable value. Intelligent citizenship re- 
quires it. Demagogy in a democracy is possible only when people 
are unable to analyze the speciousness of a demagogues high- 
sounding phrases. 

The first prerequisite of such an ability is the developed power 
of attention. It is generally conceded that few adults have the 
power to give undivided attention to an address. One of the ob- 
jections raised against the lecture at the secondary level has been 
that adolescents are able to attend to a lecture continuously for 
only thirty to forty-five minutes. There are psychological reasons 
for part of t his inability, but the process of taking notes forces 
attention of a very rigorous order. If there is any value in the trans- 
fer of training, there should be a direct transfer to later maturity 
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of the ability to attend to a lecture at the adolescent level. Learning 
is active, not passive. Note taking forces an active attention that 
goes far to remove the objection of passivity commonly attributed 
to a lecture situation. 

Further, the student who has mastered the art of intelligent note 
taking has also acquired the power of critical analysis of what he 
hears or reads. To condense what the speaker or writer is saying 
into much briefer form with only the outstanding ideas reduced to 
writing requires the power of analysis to a very high degree. Critics 
are not wanting who insist that this is an ability beyond the power 
of high school students to achieve. The weight of proof must rest 
with those who make the assertion. Association with junior-senior 
high school students leaves little doubt of their ability to acquire 
unusual facility in analysis of what they read and see. 

Note taking, too, develops in the student an ability to organize 
and to recognize organization as few other processes will. The acid 
test of his ability to understand is his power to organize the prin- 
cipal ideas of a writer or speaker into a coherent whole presenting 
an easily inferred conclusion. Unfortunately, the student will find 
at times that the document or lecture is itself not well organized. 
Even to discover this fact is often to reinforce the student's sense 
of the importance of organized address. 

An additional value frequently claimed for note taking is that, 
to reduce the writer's or speaker's ideas, lengthily expressed, into 
the essence of his thought, requires that the student recast these 
ideas into his own words. This demands a thorough understanding 
that the mere copying of words does not. Thus the notes so taken 
force upon the student a clear recognition of the degree to which 
full understanding has taken place. A student's best test of his own 
understanding of the thought of another is his ability to give intel- 
ligent expression, in his own words, through writing or verbal 
report, of the ideas that have come to him through visual or 
auditory channels. 

The student in the high school will be called upon to record at 
least three types of notes. Many things given in oral or lecture 
form by the teacher umy need to be written down for future 4 refer- 
ence. The giving of student reports in class often necessitate.* some 
bolstering of the memory through summaries or more detailed out- 
lines of the reports themselves. Many students find it very helpful 
to jot down important points from their textbooks, or even to sketch 
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the main ideas in the lesson assigned. Where the long unit with 
extended study periods is employed, the student is usually required 
to consult many sources for the data necessary to throw light upon 
his topic. Note taking of a very exacting nature is demanded under 
these circumstances, for no student can carry in memory important 
data from numerous sources which it is necessary to weld later into 
a unified statement of the problem, findings, and conclusions. 

Suggestions for taking notes 

Many books have been written within the past few years on 
effective methods of study. Most of these devote a chapter or a 
section to the technique of note taking. The teacher should regard 
these more complete treatments of the subject as supplemental to 
the suggestions offered here. It is possible, in a book of tin's nature, 
only to call attention to the general and most important i ictors that 
contribute to effective note taking. 

1. Notes shmld be taken in accordance with some definite out - 
line form. There are in use many approved forms of outline. Some 
use numerals, begin the main headings with Roman numerals, fol- 
low with Arabic numerals, and, when the outline becomes too 
minute, resort to the use of the alphabet. Others reverse the pro- 
cedure and begin with the alphabet and end with numerals. The 
important thing for the student is to adopt some system that 
permits an orderly arrangement of notes, and then to be consistent 
in its use. The power of habit can be of the utmost assistance here. 
The mechanics of recording should be made automatic, otherwise 
valuable time that should be given over to mental evaluation and 
organization of the writer's or speaker's remarks must be devoted 
to mechanics of outline form. 

2. Notes should be brief , yet detailed enough to give a balanced 
picture. One of the frequent faults of note taking is overcomplete- 
ness. Many college students troubled with a course have been 
called into the office for conference over the difficulty, which is 
usually with their notes. Sometimes it is evident that the student 
has tried to copy indiscriminately everything the professor said. 
This proved impossible, and the class notes in consequence repre- 
sented a jumbled confusion of sentences, half-sentences, and mere 
phrases. The student, frantically attempting de impossible, did not 
have time to listen and evaluate, but only to copy with a growing 
sense of futile desperation. 
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Hie student should spend more time in listening or reading than 
in note taking. He needs to learn the writer’s or speaker’s style. 
He needs to discover when a new idea is presented, and to dis- 
tinguish between a topic sentence and explanatory data. He is 
concerned particularly with the new ideas and the topic sentences, 
and their bearing upon one another. As much of the explanatory 
material may be recorded as seems necessary to clarify the meaning 
of the ideas expressed. These data should be kept at a minimum. 
Individuals differ as to the amount of notes necessary for intelli- 
gent understanding. The student can learn this only through trial 
and error. One of the keenest students the writer knows never took 
a note in his graduate classes. He gave undivided attention to the 
speaker, but the moment the lecture was over he jotted down on 
a card the half-dozen main points in the lecture. From these he 
could reproduce much of the detail. Students of such ability are 
the exceptions, however. There is as grave a danger that the stu- 
dent will attempt to get along with a modicum of outline, with the 
result that he finds that points he has tecorded are meaningless 
within a few days after they are written. Again, students will find 
that books and lectures vary greatly in compactness of ideas as 
against filler — detail and illustration. With experience the student 
will learn to reduce to a minimum the amount of notes consistent 
with full intelligibility. 

3. Notes should he phrased in the student's own words . When 
the main points are given in brevity with such clarity as to render 
the meaning unmistakable, it is desirable to use the writers or 
speakers language. The student should learn to recognize almost 
instantly the appropriateness of the main points for copy. Every 
device that facilitates economy of time and effort should be utilized. 
Often the language of the writer or speaker, though brief and strik- 
ing, does not convey clear meaning to the student. Under these 
circumstances the statement should be rephrased. Practice is the 
royal road to efficiency in both the recognition of statements that 
can be accepted verbatim and the power to recast the statements 
into language that conveys identical meaning. At first the student 
need not be surprise^ to find that his rephrasing of the writer’s or 
speaker’s language has not resulted in identical meaning. The 
final achievement of the ability to restate another’s thought i$ well 
worth the temporary inconvenience of the inaccuracies that result 
from early efforts. 
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There are many items that should be taken down verbatim. 
Often quotations closely knit in thought and expression should be 
copied as given. The teacher, when lecturing, should indicate to 
the student when such seem to be of sufficient value to merit exact 
reproduction. 

4. Students should be taught to study peculiarities of the writers 
or speakers methods . No two persons use exactly the same devices 
for transition from one point to another. Teachers should help 
pupils study different writers tyitil the pupils develop competence 
in detecting the literary devices authors use for this purpose. The 
teacher may well demonstrate through class lecture or telling how 
to detect a speakers use of transition devices. 

5. Students should learn to take notes in such form that they 
need not be recopied . There are exceptions to every rule. In gen- 
eral, it is a serious loss of time and waste of energy to tak“ notes in 
the rough and recopy later. Some learning values may be claimed 
in support of r^ropied notes. The time thus consumed from other 
learning would seem to offset the added thoroughness of the stu- 
dents mastery of the materials of the lecture. It is doubtful 
whether the notes of the average high school class have enough 
permanent value to justify the extra effort required to recopy. The 
objectives of high school education are not concerned primarily 
with knowledge that may be locked up in classroom notes. Most 
of the data of secondary school experience are of transitory value. 
It is the concomitant learning, .of which the data are but the 
medium or vehicle, that counts most. The process is the important 
end product of this form of learning. This learning cannot be 
reduced to notes. The notes should be so well-organized nd so 
clear in the first draft that they suffice for immediate needs. Fur- 
ther, it is questionable educational psychology to suggest anything 
less than the student's best the first time. Consciousness that notes 
are to be recopied leads to carelessness in first impressions. Stu- 
dents should learn to do things well the first time. When additions 
or corrections are found necessary, they should be made. As stu- 
dents move up the ladder of years, they will find it a costly habit 
to do over work that should have been done well in the beginning. 
Moreover, the inestimable worth to the student and to the adult 
of the ability to listen to a speaker or read i hook and take accu- 
rate, intelligent notes, is a consideration not to be overlooked. 
This facility can come only through practice in accordance with 
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an ideal. With these considerations in mind the student should 
carefully determine the form of note system to be used, whether 
notebook or cards, the style of outline form to use, and should 
then accustom himself to think of the notes taken in the stress of 
the school situation, for all practical purposes, as final 

6. Students should be encouraged to practice constant note 
taking . Since good notes are the result of long rigorous training, 
the student should utilize every means available to practice note 
taking. When the student listens tq an assembly speaker, hears a 
sermon, or attends a lecture under community auspices, it is ex- 
ceedingly good practice to take notebook and pencil, and, as in- 
conspicuously as possible, try to outline the address. Soon the stu- 
dent will discover, when listening to a speaker, how easily he can 
analyze and organize the outline of the address. For this student, 
subsequent lectures of whatever kind will be better understood and 
appreciated. Moreover, since there is a direct transfer of the train- 
ing in classroom note taking to adult situations, the concomitant 
values for classroom efficiency in taking notes will become ap- 
parent. 

The use of books and the library 

Very few high schools have as yet introduced specific courses in 
study methods. Every teacher, therefore, should assume it a per- 
sonal responsibility to teach students the simple ways "to discover 
quickly what is in a book, a preliminary estimate of its worth, and 
the general procedure necessary to find what one wants in an 
ordinary library. Even where such courses are offered, the student 
needs constant guidance to insure facility in this accomplishment. 

Every student should be trained to notice at least six things about 
the book he reads. The acumen developed in the use of these will 
depend considerably upon the guidance given by the teacher. As 
the student leams to generalize his ideas gleaned from many ex- 
periences, he will acquire power to evaluate his sources with a deft 
sureness possible only when clearly recognized, sharply defined 
evaluation standards are employed. 

The first thing the student should note is the copyright date of 
the source. Recency of copyright imprint does not always insure a 
corresponding recency in data used, or modernity of point of view. 
A competent teacher of history once remarked in casual reference 
to a text just published by an historian of recognized scholarship, 
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who had written a similar text some thirty years previous, TDr. B 
wrote his new textbook from the same point of view from which his 
first book was written.” The modem emphasis in the writing of 
history had changed quite radically in those thirty years. Whereas 
older historians wrote compendiums of information of political 
events, modem history emphasizes the socio-economic aspects of 
mans historic development. In many sources, one might safely 
say in most sources, recency of copyright determines in large 
measure its value. In many field^, such as science, economics, edu- 
cation, and sociology, rapid changes have been taking place that 
render many of the facts of yesterday untrue today. Within the 
past few months a teacher asked the advice of the writer as to the 
wisdom of purchasing a set of nature-study books which could be 
procured at a bargain. The teacher was asked two que^ions — 
first, the copyright date, and second, the importance of recency in 
its effect upon the development of the phase of the subject treated 
in these books. *iue teacher thought the books were not too old 
because the publication date was 1925. When the teacher was 
asked to check on the copyright date tor each volume, and thus 
incidentally learned the difference between publication and copy- 
right dates, he found the set practically useless because the volumes 
were originally written between 1885 and 1901, without subsequent 
revision. Even in those fields assumed least subject to change, 
namely, literature and foreign languages, the attractiveness of book 
printing, and devices to facilitate understanding are frequently of 
great value. 

The second concern of the student should be to read the Prince, 
where an entire book or significant section is to be read. It tells 
what the author intended to do in the book, and it frequrntly in- 
dicates something of his point of view. 

The third step is the perusal of the Table of Contents. This pro- 
vides a bird’s-eye view of the total panorama or the high lights of 
the author's thought on the subject. The table of contents is often 
significant for what it omits, as well as for what it includes. 

Fourth , where the source admits of reference to the work of 
others , the student should cultivate the habit of a quick check on 
the author’s documentation . The recency of c >urces in the refer 
ences, as well as the nature of these references, should constitute 
the next item of information the student should seek. 

The fifth standard by which the text should receive a prelim- 
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inary estimate of worth, is found in the evidence of judicious open- 
mindedness with which the writer approaches his subject. Dogma- 
tism and superlatives are the marks of bias and the absence of a 
tempered judicious perspective. Indications of polemical writing, 
particularly, should place the student on guard against a too ready 
acceptance of the point of view registered by the author. 

Sixth, the Index is an important part of a book students should 
be quick to use when in search^ of minute data. Many students 
scarcely know what an index is, or what its purpose is. It con- 
tributes little to them because they do not know how to use it. 
Suppose I have a book in the field of method but find no chapter 
on supervised study. A hasty check down the alphabetical list of 
♦he index may reveal no notation, “Supervised Study.” A glance at 
that point in the index where “Directed Study” or “Study” should 
be, may reveal extensive sections or paragraphs devoted to the sub- 
ject. The student should understand his tools. These devices in a 
textbook are there definitely to assist the student. They have value 
only when properly used. 

Even among college students one is amazed at the too general 
inability of students to use the library intelligently. Many students 
are permitted to graduate from high school with little or no knowl- 
edge of the purpose of a library card or an index system, or of the 
use of trays. An unpardonably large number of students do not 
know how to use available library sources to locate material for 
a report or term paper on current problems. In small communities 
library facilities may be quite limited, but schools are developing 
libraries, and access may be had to public libraries in near-by towns 
or cities. Where possible, students should be taught the use of the 
card-index trays, Readers’ Guide, special guides, encyclopedias, etc. 
No competency in the original search for data, and the ability to 
answer an important question dependent upon library sources, can 
be built up without training and practice. The teacher should feel 
a personal obligation to satisfy himself that all students under his 
care are able to use the library effectively, and to marshal tht data 
necessary for a satisfactory solution to a problem, the source .mate- 
rial of which could be obtained only from the librarv. The luper- 
vised-study period provides ideal conditions under which situations 
may be produced to necessitate the use of the library, and thereby 
give opportunity for such training. 
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Wise use of timo 

Few people have developed a real sense of the importance of 
time. Even fewer people have developed the ability to organize 
and use their time efficiently. Yet, to a much greater degree than 
most people realize, it is the key to success or failure. 

Students are notoriously lacking in both a recognition of the im- 
portance of time, or the ability to wisely organize their time for 
study. It is a serious contributor to their failures or unsatisfactory 
work in school A few suggestions are offered to help the pupil 
organize the major features of his study. 

1. Develop a plan for the day. The teacher in training may well 
begin by "practicing what he later expects to preach.” The pupil in 
the secondary school, traditionally, has been more circumscribed 
than the college student. He starts the day with a bell, shifts at 
specified intervals during the day at the sound of the bell, and in 
many ways appears to have had his time carefully programmed 
for him. This is more apparent than true. With the shift to larger 
blocks of class time more freedom is given the student to exercise 
his judgment. 

Let us begin with the day’s schedule. Pupils come to school 
tardy, nervously wrought up with last minute frantic efforts to beat 
the bell. Why? They have not planned their time. How much time 
does it take to bathe, dress, eat, and cover the distance to school? 
If pupils would check the time required to perform these necessi- 
ties with dispatch but without a sense of “rush.” they could deter- 
mine when to get up in the morning, thereafter proceeding in an 
unhurried but businesslike manner with the routine according to 
schedule. They would conserve energy for the day’s work often 
dissipated in nervous tension and exhaustion because of lack of 
planning and scheduling. 

The school day usually calls for a certain schedule of classes, 
possibly library or study-hall periods, or part of the class period for 
study. The pupil should analyze the work required and plan 
specific time schedules for doing specific tasks. This planning 
should involve both in-school and out-of-sebool time as the tasks 
may require. In general there should be a definite time in the 
dav set aside for certain tasks. 

2. Develop a plan for a week or for large periods. Some assign- 



198 Teaching Good Study Methods 

meats, for example, may require reports, papers, written work of 
one land or another to be completed at given dates. If a report 
requires library or other forms of activity to collect necessary data, 
die pupil should plan when these are to be secured, when the report 
is to be written, all with a margin of time to care for die unex- 
pected, yet have the report ready on time. 

3. Reserve time for emergencies. In all planning the pupil 
should reserve time for emergencies, to insure a few extra minutes 
between tasks for reflection, and to keep perspective for the rest 
of his schedule. As all good businesses maintain a “contingent 
fund" against the unexpected, so pupils should have a reserve of 
time. It is not possible always to plan work within the exact min- 
utes required. 

4. Post study schedule. The wise pupil will post his schedule so 
that it will be a constant reminder of the tasks to be done, the 
order in which they are to be done, as well as the approximate 
time limits for each phase of the schedule. At times it may be 
found desirable to shift the schedule. The fact that one has a 
schedule safeguards the time for the tasks involved in the shift. 

5. Rigorous observance of schedule. The pupil should rigorously 
hold to this schedule and permit no exceptions until he has become 
habituated to thinking in terms of the routinization of his time and 
activities. 

6. Flexibility in use of spare time. When the pupil has planned 
his work carefully he will feel a strange sense of relief from the 
pressure of time. He will discover that he has time for all his activ- 
ities and time to spare. The wise pupil will utilize this time either 
to take up slack in the schedule to cover other portions which may 
be too closely timed, or may use this time to reflect on the total 
picture of his work. The writer once listened to a stimulating lec- 
ture on the subject "What do you do when you have nothing to do?* 
The lecturer dealt with the importance of wisely using the free 
time we have for doing better those tilings we have to do, or doing 
many of the worth-while tilings our free time makes possible. < 

7. A definite place for study. The pupil should visualize a Hef- 
inite place for the carrying out of each phase of his program^ If, 
for example, he has the second period free, he may well assign 'this 
regularly to the preparation for the fourth-period class, or whatever 
portion of it is needed. He should think in terms of the kind of 
work and the functional relation to a possible place of study. Ob* 
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viously, the library is the place to do assigned reading or the col- 
lection of data for most reports, or the art room for work that 
requires the use of such facilities. If possible, some place at home 
should be reserved for quiet study and this made part of the 
schedule. It should be remembered that an habitual place for cer- 
tain forms of study is as important as the setting aside of a definite 
time for a specific type of study. 

4. Whot Are Some Social Techniques of Study? 

As the pupil or teacher approaches the problem of study, three 
special aspects of study must be considered m addition to the gen- 
eral ones mentioned above. Unless careful attention is given to 
these, learning during study may be ineffective. 

Recognition of types of learning 

Few students understand that there are different types of learn- 
ing or that these -equire, in part, different modes of study. Unfor- 
tunately, too many teachers only vaguely recognize differences in 
learning types, and seldom is a distinct technique of study recog- 
nized as essential to each. As a result, students too frequently 
apply a memory technique to all but the sensory-motor type of 
learning. Their test of learning success is the ability to reproduce. 
For example, a student confronted with the Geometric Theorem, 
Vertical Angles Are Equal , may simply memorize the statements of 
proof without an understanding of the fundamental reasons why 
the statements are so, just as he would probably memorize a list of 
dates in history, or bits of poetry in literature, with the idea of 
giving them back later in the anticipated examination. The student 
would be little aware that the theorem might involve logical reason- 
ing, or that historical dates had significance for socio-political 
understanding of human events, or that literature had possible 
values as a source of appreciation of human aspirations. 

While psychological^ there is unity in all learning, and much 
interplay and overlapping of one type with another, at least four 
distinct types of learning are commonly recognized, with the impli- 
cations of each type for the guidance of study . 10 These are: 

10 The teacher should familiarize himself with discussions of the various 
types of learning such as are found in Trow, W. C. f Educational Pst/rhology, 
Second Edition, chapter X. Boston: Houghton Mifflin Companv, 1950: Reed, 
Homer B., Psychology and Teaching of Secondary School. New York* Prentice- 
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1. Sensory-motor, related to perception and motor skills. 

2. Associative learning or memory. 

3. Problem solving or reflective reasoning. 

4. Appreciation, or the training of the affective nature-development 
of attitudes and ideals. 

The failure to recognize that associative learning on the one hand, 
and appreciation learning on the other, require quite radically dif- 
ferent teaching and study procedures, has been largely responsible 
for the generally recognized failure f of the teaching of appreciation 
in literature and art — in literature especially. 

Psychological differentiation within subject fields 

It is well for the pupil and the teacher to recognize that while 
learning differentiates itself into types, as the secondary school is 
now organized and bids fair to remain for some time, there is an 
additional learning problem associated with the psychological dif- 
ferentiation between subject fields. It has been generally, though 
somewhat vaguely, recognized for many years that mathematics 
involves somewhat different mental reactions than do history and 
languages, for example, but the exact differences were not clearly 
understood. Studies have shown in general that ability to succeed 
in one subject loads to success in another, yet these same studies 
have shown that noticeable differences do exist between subjects. 
A student may be good in mathematics but mediocre in history 
or the biological sciences, and vice versa. Even within given fields 
there appear differences, as beh* een arithmetic, algebra and geom- 
etry, or between composition and literature in English. Suggestive 
examples alone must suffice to reveal the significance of the prob- 
lem to the teacher who would intelligently guide the student in his 
study. Arithmetic involves simple concepts of quantitative rela- 
tionships or comparisons arbitrarily determined. Algebra, on the 
other hand, involves highly abstract symbolic relational concepts 
of a most difficult sort — difficult because most of the student's 
experience has been of a concrete nature. Very close abstract 
analytical reasoning is required. Geometry, in contrast, *$ Con- 
cerned with spatial perceptions. There is a definite relational 

Hall, Inc., 1939; and MurseU, James L., The Psychology of Secondary School 
Teaching. New York; W. W. Norton and Company, 1939. Each classifies 
learning types somewhat differently yet the basic types suggested above are 
to be f ound in each. 
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imagery in geometry common to everyday experience. The student 
from childhood has dealt with form and spatial concepts of dis- 
tance, which are peculiar to the science of geometry and differ- 
entiate it from both arithmetic and algebra. "Arithmetic, algebra, 
and geometry each represent some form of mental activity not 
included in the others. No one can make a psychological analysis 
of these sciences without recognizing the distinctive character of 
the mental processes involved.” 11 

History projects the student into a difficult perception of time 
relationships with emphasis upon a "proper judgment of time and 
the sequence of events in time.” Judgment and imagination must 
be exercised to a high degree to visualize historic events, situations, 
and personages to make them live for the student. To be sure, all 
of these subjects require extensive reflective thought in their appli- 
cations, but are cast in somewhat differing psychological molds as 
the mental processes are called into play. 

Purpose for whlwh subject is studied 

The purpose for which a subject is studied should, and, if intel- 
ligently understood, would determine the mode of study attack to 
be employed. Too much of teaching and study is done on the 
basis of uncritical imitation of ways that have been in popular 
vogue. Whether the methods pursued square with the results 
desired is not too closely scrutinized. For example, modem lan- 
guages in high school and university are at once the poorest and 
possibly the best taught subjects in the curriculum, depending upon 
the purpose one attributes to the teaching. If knowledge of gram- 
matical form or an etymological study of language has been the 
prime purpose of linguistic study, then it would seem necessary to 
concede that modern-language teaching has been exceedingly well- 
done. If, on the other hand, the main objective of modem-language 
teaching has been to give the student easy facility in reading or 
speaking the language, then the conclusion is unavoidable that no 
subject in the curriculum has been more atrociously taught or 
studied. This has been because teachers have not forced them- 
selves and their students to square their methods critically with a 
clear-cut purpose. Language teaching with primary emphasis upon 
grammar can result only in mastery of the niceties of grammatical 

11 Judd, C. H. Psychology of High School Subjects , p. 129. Boston Ginn 
and Company, 1915. 
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foams. Ease in reading and speaking are psychologically inhibit ed 
by the method Not inapplicable is the homely story of the centi- 
pede who managed his many legs very efficiently until asked how 
he performed such a feat; whereupon he landed paralyzed in a 
ditch beside the road, unable, consciously, to get his legs to act 
in easy coordination. There is only one royal road to a speaking use 
of a language and that is to speak it, just as the only sure route to 
an easy reading knowledge of a language is to read it. Attention 
to grammar should be incidental, if not omitted entirely, until 
facility in speaking or reading the language has been acquired. 
What is true of language instruction is also true of every other 
subject taught. The teacher should clearly define the purpose of 
the subject, both to himself and to the students, and then guide the 
students in the use of the most efficient study techniques to achieve 
the goals thus set before them. 

QUESTIONS AND PROBLEMS 

1. List some rules for effective note taking of the three types men- 
tioned. 

2. Explain what is meant by “definitely react to what is said” in 
reading. 

3. Have the class outline a technique for rapid comprehensive reading. 

4. Have the class recall and outline their method of reading for com- 
prehension some assignment for the day. Have them check their 
procedures against tho&e suggested in this chapter. 

5. As a class exercise, have the students explain the six tilings referred 
to in this chapter which a student should notice about a book before 
reading it. Apply these items to a textbook they are now using. 
Notice how this procedure affects your reaction to the textbooks so 
studied. 

0. Have the class name at least four types of learning and give the 
essentials of each. How would the student’s method of study differ 
for each type of learning? 

7. How do physical conditions affect study efficiency? 

8. What are the essentials of an intelligent reading technique? 

9. What is the significance for reading of recasting major headii^gs in 

a book into question form? i 

10. Have the class enumerate the essentials of effective study,* and 
justify the importance of each; then apply these essentials to specific 
instances which they describe in some detail. 

11. Have the members of the class develop a schedule for study <$f the 
program they are carrying in school. 
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H aw Can Appreciation Be Taught? 


1. Why Is Education of Emotions Necessary? 
Introduction 

For some time students of education have sensed a serious short- 
coming in the effectiveness of our educational program. As sug- 
gested in Chapter 1, the possession of factual knowledge does not 
give assurance that such knowledge will translate itself into func- 
tional relationships. Even the potential ability to attack problems 
effectively, of such vital concern to the individual and society, 
gives little certainty that the abilities thus possessed will be utilized. 
One may know much about the laws of health and still persist in 
living unhvgienically; or be fully aware of the intellectual implica- 
tions of citizenship in a democracy and yet fail completely to exer- 
cise the rights and duties of a desirable citizen. The early failures 
of the agencies of church and government through “book learning” 
to educate the Indian of our reservations in the accepted ways of 
living and modes of thought of the white man is a case in point 
This failure reveals clearly the potency of other forces to nullify 
knowledge and even to supersede it as a controlling power over 
attitudes and conduct. 

Throughout this text the place of emotional direction as expressed 
in mind-sets, attitudes, and ideals is accepted as vital in education. 
The education of the emotions is frankly acknowledged as of eqtial, 
if not of greater importance in the educational program of the 
secondary school than the acquisition of factual knowledge, or the 
development of the potential ability to attack and resolve problem 

204 
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situations. These three phases of the educational program of the 
high school are not, however, separate entities wholly unrelated 
to one another. On the contrary they are but aspects of a larger 
integrated unitary concept and program of education. The distinc- 
tion between these aspects of an integrated educational program is 
largely one of emphasis. For convenience they are generally 
treated somewhat as separate segments, but this is done to secure 
facility in emphasizing the peculiar characteristics of each, and the 
specal treatment each should receive if they are to be effectively 
interrelated. 

Thus far, major attention has been given: (1) to understanding, 
and (2) to the power of attack in the solution of problem situa- 
tions. Nevertheless, constant emphasis has been placed upon the 
importance of motivation, and the development of correct proce- 
dures to insure the media of emotional toning essential to a satis- 
factory learning situation. 

The problem of this chapter 

The particular emphasis of this chapter is upon the third major 
factor in an integrated educational program at the secondary school 
level; namely, the direction of the student in the acquisition of 
those emotional dynamics — mind-sets, attitudes, and ideals — 
that give vitality and force to the whole of life. While there are 
some educational writers who agree that the emotional nature of 
the adolescent, and of the adult as well, is a more potent influence 
in the direction of his life than any accumulation of formal book 
knowledge or acquired skills, the curriculum lemains heavily 
freighted with informational content, and only minor attention is 
given to the problem of the emotional adjustment of the individual 
to his world. No teacher is prepared to grapple with the education 
of the adolescent until he has some satisfactory answer to such 
questions as the following: 

1. How do emotions operate to provide integration and directive foice 
to ones life? 

2. To what extent are mind-sets, attitudes, ideals, and tastes deter- 
mined or influenced by emotional or intellectual considerations? 

3. What procedures seem most effective and feasible for the teacher 
to use to insure the development of desirable mind-sets, attitudes, 
ideals, and appreciations? 
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To tiie answers to questions such as these the considerations of 
this chapter are devoted. 

2. Why Are Emotional Controls Important? 

In the opening chapter of this book, approval was given the 
quotation of Briggs to the effect that “Our intellect is a mere speck 
afloat on a sea of feeling.” To the observant teacher it must be* 
come evident that “we feel more, both quantitatively and quali- 
tatively, than we think.” If not, the anomalies of human conduct 
become wholly inexplicable. Nowhere does the effect of emo- 
tional control over man’s activities, his likes and dislikes, become 
more apparent and convincing than in a consideration of the in- 
fluence of the mores, or social custom, upon the conduct patterns 
of the individual. 

The nature of the mores 

In his now classic monograph. Folkways, Sumner 1 gives a de- 
scriptive definition of the mores. He says: 

The mores are the ways of doing things, which are current in a 
society, to satisfy human needs and desires, together with the faiths, 
notions, codes, and standards of well-living which inhere in those ways, 
having a genetic connection with them. 

According to this definition, the mores in primitive and civilized 
society find their genesis in the performance or observation of cer- 
tain practices assumed to have social value for the group. For the 
most part, the assumption of value for these accepted practices was, 
and is, based upon very uncritical thinking. 

It is highly important, nevertheless, to recognize that the mores 
have their origin in customs thought by the group that gave original 
assent to them to have peculiar merit toward the realization of 
cherished social values. 

Time gives these customs and practices special sanction with 
die masses. The majority of those who live by the established 
mores are unable to give an intelligent reason for the practices 
which they so slavishly follow. “As time goes on, the folkways be- 
come more and more arbitrary, positive, and imperative.” t Men 
tend to act from force of habit and not from the dictates of clear 


1 Sumner, W. G. Folkways, p. 59. Boston: Ginn and Company, 1900. 
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reason. If the man of the street were asked why he acted in certain 
ways, he would probably answer that he did so because it was 
customary to act that way. Or, possibly, in some obvious embar- 
rassment at the query, he would attempt unsuccessfully to ration- 
alize his behavior. 

The reason for this unquestioned, somewhat slavish acceptance 
by the individual of the established mores of the group is further 
clarified when the mode by which the individual is inducted into 
group life is considered. Sumner suggests 2 that “the process by 
which mores are developed and established is ritual. . . . Ritual is 
something to be done, not something to be thought or felt" He 
then continues with this trenchant comment, “We are led by sug- 
gestion and association to believe that there must be wisdom and 
utility in what we do.” Modem society has not provided for this 
induction of the youth into the mores of the group with the con- 
scious attention g'Ven to these matters by primitive peoples. Among 
primitive folk there were definite ritual ceremonies established for 
the induction of the youth into the conscious group life of the tribe 
or clan. These ritual ceremonies were usually set to take place at 
the pubertal or adolescent age. They were elaborate, highly emo- 
tional in character and, by the setting of the initiation rites, planned 
to doubly reinforce the emotional tone of the ritualistic exercises 
that transferred the youth into the conscious privileges and duties 
of the adult group. These ceremonies of induction were designed 
not so much to give to the initiate a reasoned basis for his future 
behavior and attitudes, as to impart to him the accepted ideals and 
behavior patterns of the group. These patterns he was expected to 
accept and follow thereafter without deviation. The ritual served 
further to imbue the youth thoroughly with the spirit of kinship 
with the tribe. 3 The process employed by modern society for the 
fusion of the individual into its group life does not depend upon 
specific ritualistic ceremonies. The procedures, however, are not 
fundamentally different from those of primitive groups, though they 
are less obvious and less carefully planned. In his home life it is 
expected that the child will be taught the common mores regard- 
ing property rights, the accepted etiquette a 'd proprieties of the 

2 Sumner, W. G., op . cit. f pp. 60-62. See also Murphy, Gardner, Personality, 
pp. 778-783. New York: Harper and Brothers, 1947 

•See Uhl, W. L., Secondary School Curricula , chapters I— II, New York: 
The Macmillan Company, 1927, for an extended account of the nature of 
these initiatory ceremonies. 
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group, family loyalties, etc. At school, through class and school 
membership, flag-raising ceremonies, etc., he is brought to accept 
approved ways of group behavior and group loyalties with con- 
comitant emotional conditioning. 

There are those who insist that the nature of the mores requires 
their almost unquestioned acceptance by the masses, if their per- 
petuation and usefulness are to be sustained. Hartmann, a Ger- 
man writer in this field, declares ; 4 

The moies ( Sittcn ) are, before any beginning of reflection, the 
regulators of the political, social, and religious behavior of the individ- 
ual. Conscious reflection is the woist enemy of the mores, because 
mores begin unconsciously and pursue unconscious purposes, which 
aie recognized by reflection often only after long and circuitous proc- 
esses, and because their expediency often depends on the assumption 
that they will have general acceptance and currency, un-interfered 
with by reflection. 

The contention that “reflection is the worst enemy of the mores * 
is, of course, true to the extent that the mores in question have no 
validity in fact or reason. Students of social problems agree that 
many of our mores have long outlived their usefulness and, in 
fact, are serious obstacles to progress. In a fast evolving social 
order, this is to be expected in the very nature of the mores and 
of human nature. Yet there are many customs and practices ac- 
cepted today that have validity in reason. The goal of education, 
which it must be admitted is not accepted wholeheartedly by some 
influential elements in our population, is to make conduct-control 
subject to rationality as far as possible. Mores that no longer 
have validity should, through reflection and education, be subject 
to elimination, and more desirable ones substituted where needed. 
James Russell Lowell, the poet, expressed this need for rational 
change in these words; “New occasions teach new duties; Time 
makes ancient good uncouth.” Whatever our wishes to the con- 
trary, certainly it must be agreed that in common practice litfle, if 
any, thinking is done by the masses with respect to the moref that 
dominate them. If any of the accepted mores are challenged by 
thoughtful students of social custom, the reaction to this challenge 
on the part of those who accept these mores is likely to be emo- 

4 Quoted in Sumner, W. G., op. cit., pp. 59-60. See also Pendefl, Elmer, 
editor. Society Under Analysis, pp. 224f. Lancaster, Pa.: The Jaques CatteU 
Press, 1942. 
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tional rather than Intellectual. It is this powerful emotional resist- 
ance to change that makes the arts of the demagogue and un- 
scrupulous politician so dangerous and inimical to the welfare of 
society. 

Influence of the mores on thought and conduct 

The influence and power of the mores 5 as the regulators of 
human conduct are generally admitted by students of social phe- 
nomena. No part of our live/ escapes the strong currents of influ- 
ence set up by the mores. 6 

They pervade and control the ways of thinking in all the exigencies 
of life. . . . The mores are social ritual m which we all participate 
unconsciously. The current habits as to hours of labor, aval hours, 
family life, the social intercourse of the sexes propriety, amusements, 
travel, holidays, education, the use of periodicals and libraries, in- 
numerable othe* details of life fall under this ritual. Each does as 
everybody does. For the great mass of mankind as to all things, and 
for all of us foi a great many things, the ude to do as all do suffices. 

The oft-quoted statement attributed to the wise churchman, 
“Give me the child until he is seven and 1 care not what you may 
do with him thereafter,” is extreme, but contains too much truth 
m it to be ignored. Modern psychology has tended to emphasize 
the importance of childhood and youth as the formative years for 
the inculcation of mind-sets, attitudes, tastes, and ideals “No 
creed, no moral code, and no scientific demonstration can e\<r win 
the same hold upon men and women as habits of action, with asso- 
ciated sentiments and states of mind, drilled in from childhood.” 7 
Psychologists and educators agree that the earlier these habits of 
action and general mind-sets are firmlv established, the better. In 
the matter of attitudes, tastes, and ideals, there is much opportunity 
for education peculiarlv appropriate to the adolescent age. The 
physiological changes, with their concomitant psychological effects, 
and the larger social outlook of this age, make the adolescent 
period an important one in which to cultivate certain social atti- 

5 The term mores as used in this chapter is applied 'n a broad nontechnical 
sense to include customs and conventions that have come to have general 
acceptance bv a large group of society, whether these customs or conventions 
have rationality or not. 

• Sumner, W. G., op. cit., pp. 59-62. 

Ubid., p. 61 . 
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tudes and ideals with respect to the relations of die sexes, the 
family, the community, and the larger interrelations of society, both 
national and international The majority of adults will not stray 
far from the accepted patterns of conduct and sentiment firmly 
established in childhood and youth. 

Personal and social significance of the mores 

When the potency of the mores in the control of human conduct 
and the predominance of the emotional over the intellectual factor 
in their nature and persistence is granted, we may recognize clearly 
the significance of the mores in the education of the emotions. The 
teacher should think of their importance in relation to the education 
of the emotions in at least five particulars. 

1. The mores provide a means of integration . “Integration, the 
most important characteristic of the wholesome individual person- 
ality, is also the most significant characteristic of the normal social 
group.” 8 Integration can take place only around a commonality 
of ideas and purposes. Social customs, as has been seen, provide 
the means of commonality of group purpose inasmuch as they be- 
come die common means by which the group strives, consciously or 
unconsciously, to achieve desired goals or satisfactions. Where 
the individual or the group finds conflicts in purpose or action, 
emotional tensions and a sense of personal and group frustration 
result. A sense of frustration, felt either by the individual or the 
group, leads to a sense of discouragement or futility and a conse- 
quent paralysis of the power of action. The highest degree of sat- 
isfaction is felt by the individual members of the group when all 
seem to be working in unison or harmony. Likewise, the highest 
degree of indi\idual and group power is evidenced under condi- 
tions of complete integration. “United we stand, divided we fall,” 
or “In union there is strength,” are maxims that express this truth 
neatly. “Morale” is the term used most commonly to express the 
effect of integration in marked degree. Educationally the value of 
the mores as an agency of integration cannot be ignored by the 
school without serious consequences to the effectiveness of ifc$ own 
program and to the welfare of society. 

2. The mores provide a means of social control If man is f o an 
extraordinary degree the follower of the fashions of the gjroup, 

• Burnham, W. H. The Wholesome Personality, p. 488. New York: D. 
Appleton and Company, 1932. 
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these customs become in turn the powerful directive controls of his 
attitudes and conduct. Those who can mold the customs of the 
group are, by the same token, to that degree the masters of the 
individual's conduct. It is seldom possible to decree a fashion by 
fiat, though often modes of conduct, successfully established in this 
manner, have with time emerged into the full status of binding 
mores . In matters of etiquette, dress, and social intercourse, a 
few influential leaders, particularly in the middle and upper social 
classes, often determine the spcial mores for the masses. The 
weightier social customs are not so susceptible to the direct influ- 
ence of a few leaders. However, they are subject to creation and 
modification by the consistent and persistent efforts of a few, 
through whose efforts converts are won to the new modes of 
thought and behavior until a formidable array of recognized lead- 
ers and prominent members of the group have accepted the new 
customs. Then, as by magic, the rank and file accept the change, 
and new mores <ut established. The school can exercise tremen- 
dous power through adult and student leaders in setting fashions 
that soon become traditions of the school — traditions which may 
become rigid and inflexible controls of the group. The importance 
within the school of wisely stimulating desirable fashions of con- 
duct will be discussed in the chapter on discipline. Desirable group 
life will be experienced, both within the school and without, to the 
extent that there are prevailing fashions to which the groups con- 
cerned subscribe, and to the extent to which these dominant mores 
are socially desirable. 

3. The mores provide a means of conserving energy. In his well- 
known discussion of the significance of “Habit" in human economy, 
William James laid particular stress on the conservation of time 
and energy as the great boon of reducing as many activities as 
possible to automatic routine. The excessive drain on one's mental 
and emotional life, when one is constantlv confronted with the pros 
and cons of the next act, was vividly pictured by this great psycftol- 
ogist. In much the same vein Sumner declares: 9 

The great mass of the folkways give us discipline and the support 

of routine and habit If we had to form judgn nts as to all these 

9 Sumner, W. G . op cit., p. 62. Also see Thorpe, Louis P , Psychological 
Foundations of Personality , pp. 226-279. New York. McGraw-Hill Book Com- 
pany, 1938. 
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cases before we could act in them, and were forced always to act 
rationally, the burden would be unendurable. 

A recent advocate of the inclusion of the teaching of the mores 
as an integral part of the high-school curriculum comments thus: 10 

When educators realize that all men ordinarily substitute quick, 
automatic reactions without disaster for expensive and unnecessary 
thought, they will realize the responsibility for laying more emphasis 
in the curricular program on good habits and on the sound mores. 
Habits and mores are economical,'* then, in that they free time for 
important reflection and rational thinking in the extreme crises of life. 

4. The mores provide a means of directing wholesome leisure- 
time activities. To the extent that the mores governing the recre- 
ational activities of the group are wholesome, they serve to govern 
indirectly the type of leisure-time activities in which members of 
the group engage. Further, to the extent that the general mores 
of the group are strongly conditioned emotionally by ideals and 
uncompromising attitudes favorable to personal and group conduct 
of a superior type, the individual will seek to conform to those 
standards in the selection of leisure-time activities which bring sub- 
jective and social approbation. Teachers need to be reminded 
frequently that leisure-time activities will tend to reflect the con- 
duct patterns of the approved general mores of the group. 

5. The mores serve to inhibit social change . This fact is both 
an asset and a liability: The inertia of the group to change its 
mores is of inestimable worth w hen those mores are basically good 
and their acceptance is intellectually reasoned as well as emotion- 
ally conditioned. The inhibitions against change in those mores 
whose raison cT etre is understood can more easily be broken down 
when the conditions that gave them worth for a given time or place 
no longer obtain. However, when strong emotional conditioning 
is the primary basis for support of mores that have ceased to have 
group value, the natural tendency of social customs to resist change 
is intensified, and they then become a menace. 

Emotions essential to development of mores 

Obviously the teacher who studies the educational implications 
of the folkways must be impressed with the extent to whidh they 

lo Brifo?s, T. H. Secondary Education , p. 457. New York: The Macmillan 
Company, 1933. 
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affect the life of the individual at nearly every point of his social 
relations. Too, it must be equally obvious to the teacher that social 
customs are influenced by the emotional life of the individual to a 
much greater degree than by his intellect Clearly the relation of 
the folkways to emotional controls lies predominantly in the feeling 
of satisfaction or discomfort that arises when the individual con- 
forms or fails to conform to the accepted standards of the group 
with which he desires to be identified. The intensity of these emo- 
tional reactions will in part defend upon the inflexibility of the 
group mores in question, and in part upon the degree of reasoned 
or unquestioned loyalty the individual gives to them. 

If the secondary school is to be charged with the responsibility 
of educating youth to seek and to formulate better ways of living 
than those which now obtain in society, and this book has main- 
tained throughout that that is a primary obligation of the school, 
then we must face the drastic modification and change of many 
existing customs ami conventions. We must be constantly prepared 
to undertake modifications and changes of social conventions as 
changing conditions may require. No program of education will 
be adequate for this task which does not take full cognizance of 
the emotions as essential factors in conditioning the members of the 
social group, both to instigate desired changes in the existing mores 
and to accept with fervor new patterns of social behavior when 
these have been rationally determined. 

3. What Is the Nature of Appreciation? 

Appreciation a recognition of values 

In the acquisition of motor skills, memory skills, factual knowl- 
edge, or the power to solve problems, primary concern is with mas- 
tery in these learning processes. In the appreciation type of learn- 
ing we deal with values assumed to exist in a given situation or in 
a given experience. 11 It is this recognition of value that sets appre- 
ciative learning somewhat apart from pure motor or pure idea- 
tional learning. Knowledge or skills possess no value within them- 
selyes, and they may be pursued quite independently of any recog- 
nized values which may accrue from their mastciy. 

Recently the writer was in conversation with a group of men, 

11 Morrison, H. C. The Practice of Teaching in the Secondary School, 
p. 339. Chicago: University of Chicago Press, 1931. 
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among whom was a scientist who had just received considerable 
newspaper publicity in connection with an experiment being con- 
ducted under his direction. The conversation drifted to the nature 
of the experiment. When the scientist had explained the details, a 
layman present immediately ventured the query, "Of what use will 
the experiment be when it is completed?" After a moment's hesi- 
tation the scientist replied that he did not know that it had any 
value. However, he went on to explain that most of the valuable 
scientific discoveries of history hac^ no immediate worth, and that 
it was only after years had elapsed that men found that some of 
these early discoveries had practical value. The terms applied 
science and pure science have been used to distinguish the scientific 
knowledge that was recognized to have utilitarian value and the 
scientific knowledge considered at the moment to have no value 
within itself. 

Here it is necessary to repeat what has been suggested often 
in this book; namely, that the most effective learning does not take 
place apart from motivation. Motivation arises out of situations 
wherein are sensed values of worth to the individual, which either 
inhere directly within the situation or indirectly through goals that 
are relational in character. To the scientist the relational values 
may be very remote, but they are sufficient to motivate and direct 
his effort. Unfortunately, the mass of our adult population and im- 
mature adolescents need more positive assurances of immediate 
values for adequate motivation. 

Frequendy, however, the individual is not confronted with the 
determination of the presence or absence of values, or the discov- 
ery of new values. Rather, in numerous situations, values exist for 
the individual in many degrees and varieties. One may find it 
pleasant to engage in certain types of activities and not in others. 
In fact, one frequently confronts the necessity of choosing be- 
tween two or more activities, each attractive in itself. It may be 
that a choice between the theater and the lecture is necessary. 
Perhaps one finds on a visit to a near-by city that a Shakespearean 
play, a popular moving picture, and a lecture by an authority long 
admired are scheduled for the same hour. Or, again, one may have 
to choose between engaging in an immediate enjoyable activity or 
foregoing it for some other in which the enjoyment and valties are 
deferred. A hierarchy of values thus confronts the individual and 
forces a choice of the greater as over against the lesser values as 
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they exist for him. It is part of appreciation^ training, therefore, 
so to condition the individual as to insure the proper reaction, not 
only to values as such but to values in hierarchical relationships. 
Under these circumstances, and in a very restricted sense, appre- 
ciation may be thought of as "the evaluation of the values which 
. . . present themselves for our acceptance, and which are some- 
times mutually incompatible.” 

Appreciation a matter of emotion 

The teacher might infer that the recognition of values in appre- 
ciation made it an essentially intellectual procedure. This is quite 
contrary to fact, much as it might be desired that values could be 
more coldly and objectively appraised. In reality, values are not 
so discovered. It is emotion that colors thinking, and to a large 
degree acts as a co-determiner of values. As William James point- 
edly remarked, 12 “If your heart does not want a world of moral 
reality, your head will assuredly never make vou believe in one.” 
This fact is clearly recognized by Coffin 13 in these words: 

The appreciation of “value” is not an intellectual process alone, 
“value” appeals and attracts, the characteristic element in apprecia- 
tion is affection-feeling tone, rather than cognition. Feeling is as basic 
a mental process as thinking, and furnishes the motive not only for 
overt reaction, but for all of the intellectual processes as well. 

Another writer, 14 recognizing the nature of attitudes and ideals in 
the determination of values, says: 

The development of an ideal is both an emotional and an intel- 
lectual process, but the emotional element is by far the more im- 
portant. Ideals that lack emotional coloring are simply intellectual 
propositions, and have little directive force upon conduct. 

Nor can we think of appreciation in its "affective glow” as wholly 
positive. Implicit in the favorable attitudes toward certain values 
are the probabilities that there are other elements in the total situ- 
ation toward which negative reactions have been made simultane- 
ously. After all, values generally grow out of contrasts, and when 

12 Tames, William. The Will to Believe , p. 23. New York: Longmans Greet, 
and Company, 1896 

18 Coffin, ]. H. Personality in the Making , p 85. Boston: Houghton Mifflin 
Company, 1923. 

14 Bagley, W. C. The Educative Process , p. 223. New York: The Macmillan 
Company, 1905. 
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intense emotion or feeling-color obtains toward a given set of 
values, it is probably accompanied by negative attitudes toward 
elements in the situation which bid for favor but were rejected as 
being of lesser or false value. “The feeling-tone strain in appreci- 
ation need not be a pleasant one. The statement, 1 appreciate 
your position but still feel constrained to reject the manuscript/ 
implies that the speaker has arrived at an intellectual evaluation 
of the situation but that the feeling-tone is negative.” 15 These 
negative and positive factors combine to insure in appreciation 
strong emotional feeling-tones. In part, appreciation, therefore, 
may be said to consist of the emotional disposition to choose those 
values in life conceived to be of greatest ultimate significance to the 
individual and society . 

Appreciation and the mores related 

A close affinity is observed to exist between appreciation and 
mores. Both are concerned with a sense of values inherent in a 
situation. Both are heavily freighted with emotional feeling-tones 
which predispose the individual to a certain type of response. Both 
are subject to education through creation, development, and direc- 
tion. Both are subject to similar educational procedures which will 
predispose the individual to react in conformity with definite ap- 
preciational patterns, or to react in conformity with definite pat- 
terns of social conduct. The mores may be said to be an aspect of 
appreciation, inasmuch 'as the mores concern the acceptance of 
values as these values relate themselves to conduct patterns as- 
sumed to have value for the group, and for the individual in his 
relations to the group. Hence, the further consideration of the 
creation and development of desirable mores, and the predisposing 
of the individual to participation in the wholesome mores of the 
group, will be treated as an aspect of ethical-social appreciation. 

Types of appreciation 

Among writers on appreciation there appears little agreement on 
the matter of the classification of types of appreciation. Thil natu- 
rally follows from the lack of agreement as to the exact nature of 
appreciation. If appreciation is limited to mean sheer enjoyment 
as it is by some writers, then no further classification is possible. 

15 Powers, F. F. and Uhl, W. L. Psychological Principles of Education, 
p. 267. New York: The Century Company, 1933. 
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Some writers classify appreciation as aesthetic , ethical, and intel- 
lectual, while others follow a twofold classification of technical and 
aesthetic . To attempt such a classification implies a rigorous sep- 
aration of the emotional and intellectual elements in appreciation, 
quite at variance with a psychologically sound concept. Coffin 16 
who calls appreciation “sentiment at work,” suggests a fourfold 
classification in which the emotional and intellectual elements are 
recognized in each of the four types enumerated, thus: "the intel- 
lectual sentiment is a feeling-attitude toward questions of truth; 
the aesthetic, to the question of beauty; the moral, to the question 
of goodness; and the religious, to God ” 

It would seem more in accordance with the nature of apprecia- 
tion to give to it a twofold classification; namely, aesthetic and 
ethical-social. The objection that the concept of appreciation still 
remains somewhat inexact as applied in a specific situation is in 
part true. It cannot be known in a given case whether the appre- 
ciation is predomn aiitly emotional in content or highly intellectual. 
The presence of both influences in some degree, however, is neces- 
sary in the very nature of appreciation as defined in this chapter. 
This composite nature of the appreciational experience is accepted 
by Zane, 17 who says: “An appreciation experience is the composite 
produced when one places sensory, feeling, emotional, and intel- 
lectual evaluations upon any experience.” 

Aesthetic appreciation may be defined as the satisfactions that 
restdt from experiencing the beautiful in a situation — harmony of 
color and sound , symmetry of shape, rhythm of motion. For the 
novice, beauty in a given situation may be general, diffused, vague, 
yet none the less real. Aesthetic appreciation may even be the 
result of the conscious or unconscious association of a given situa- 
tion or object with an experience definitely pleasurable or an idea 
definitely appealing in its nature. The strains of a musical selection 
incidental to, but associated with, die experience of a mellow moon- 
light night, a canoe on a placid lake, and romance, may thereafter, 
for the participants in this experience, clothe a very commonplace 
musical selection with rare beauty, charm, and the subtle power to 
stir the emotions deeply. Two lines or bars crossed in a given rela- 

i® Coffin, J. H., op. cU pp. 92-93. 

17 Mueller, John H., and others. Studies in Appreciation of Art, p. 54. 
Studies in College Teaching, Bulletin 3. Eugene, Oregon: University of Ore- 
gon 1934. 
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tion may produce a plus sign with no appredational significance for 
the individual, but let these lines or bars be so arranged and pro- 
portioned as to make the form of the cross, and immediately this 
figure takes on symbolic significance capable of arousing the most 
profound emotional responses of reverence or adoration on the part 
of devoted followers of the religion of which it is the symbol. This 
simple figure of the cross is clothed with aesthetic qualities for most 
peoples of Western nations, due wholly to its ideational and histori- 
cal associations. 

In aesthetic appreciation there may be a decided predominance 
of the feeling-tone as one is emotionally stirred by the music to 
which he is listening. He may know little about the technical 
aspects of the composition or the skill of the player. However, these 
intellectual aspects of appreciation cannot be wholly lacking. 
Normally, the greater die recognition of the presence of these qual- 
ities within the situation, the greater the concomitant emotional 
reaction, and the greater the total appreciation that results. It is 
possible for one to be fully cognizant of the technical skill present 
in the situation, and at the same time to find his emotional response 
minimal, though this is not likely to be the case. 

Ethical-social appreciation may be defined as the satisfactions 
that result from the recognition of the social or moral qualities of 
goodness and truth present in a given situation. These qualities 
may be poorly defined or quite vaguely sensed, rather than clearly 
understood. It is even possible to attribute to a situation or activity 
certain qualities which in reality it does not possess, such as has 
frequentiy happened with respect to many mores of society. Here 
again it may be difficult to determine the degree to which die emo- 
tional and die intellectual predominate in the appredational mood. 
A display of loyalty to the team by a seriously hurt player on the 
football field, who continues to play at the price of jeopardy to 
health, may arouse a veritable paroxysm of joy and admiration 
among the less thoughtful spectators on the bleachers; but the same 
exhibition of loyalty may cause a more thoughtful member of the 
group, who understands the seriousness to the player of such mis- 
guided loyalty, to find his emotional ardor greatly inhibited .by his 
intellectual understanding of the situation. Furthermore, one who 
stands in the presence of a great truth just discovered, might 
vaguely recognize the elements of its sodal significance with but a 
trace of emotion, while another with a much fuller understanding 
and a greater imagination might recognize much more clearly and 
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vividly die far-reaching social significance of the discovery; with 
the result that the concomitant surge of emotion aroused might 
become so intense as to make speech momentarily impossible. 

Education for appreciation important 

The discussion of the importance of emotional conditioning in 
relation to the development of mind-sets, attitudes, and ideals with 
respect to the mores , need but be recalled to emphasize the value 
of appreciational development for efficient social participation and 
group control. The development of worth-while interests and aes- 
thetic appreciations for wholesome leisure-time activity and enjoy- 
ment is fast becoming a consideration of first importance. With the 
rapid development of technology more leisure time is available to 
the individual. Labor organizations and many thoughtful students 
of social-economic problems have demanded that the hours for 
labor in industry be restricted to thirty per week. It is contended 
that the produ'-'ti' i of all goods necessary for the use of society is 
possible with a labor schedule of less than thirty hours per week. 
There are social engineers who claim that a planned economy 
would reduce the actual labor necessary to provide the material 
needs of society to from two to three hours per day. In any event, 
the future is likely to allow the individual a large part of the day 
for leisure activities. Possibly no greater responsibility rests upon 
society, and through it upon the school in the future, than that of 
the development of those appreciations which will enable people 
to use their leisure time in a way that is personally wholesome and 
socially profitable. 

Emotional-appreciational education requires differentiated tech- 
nique 

Most educators recognize that a different technique is needed to 
educate for appreciation from that used to teach skills and knowl- 
edge. Unfortunately, educational practice in the past has too often 
failed to distinguish appreciational learning from other types of 
learning, with the result that the same methods which were found 
to be very effective in the teaching of skills and factual knowledge 
Were applied to the teaching of appreciation. The school has con- 
sequently failed to inculcate effectively a love tor the beautiful, and 
to develop favorable attitudes toward the most desirable forms of 
conduct. 

Educational leaders have long since learned that most satis- 
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factory learning takes place under conditions of pleasure and 
satisfaction. The tendency of educational method, therefore, is 
distinctly away from threat and compulsion in learning, even where 
pure motor or memory learning is involved. The effort to escape 
as far as possible the deadening effect of a sense of compulsion in 
learning has been stressed in the consideration of every method 
thus far discussed in this book. If, as has been said, H appreciation 
is an affective state attached to a concrete experience,” then ap- 
preciation can be developed principally as pleasant feeling-tones 
are associated with the learning experience. For the most part, 
appreciation cannot be taught under threat or compulsion. The 
incongruity of such efforts is thus strikingly portrayed by Kil- 
patrick. 18 

Some other things cannot be assigned at all under penalty, for 
example, appreciations and attitudes. . . . Imagine a teacher’s saying, 
"You boys are deficient in your appreciation of Nicholas Nickleby. 
You must stay in this afternoon and raise your appreciation to 70 or 
above.” Or imagine the principal’s saying, “If you boys don't like 
your teacher any better by next Monday 111 have to punish you till 
you do.” 

There is little likelihood that pleasurable responses will attach 
themselves to situations with which are associated only unpleasant 
experiences. 

It is this fact that makes training in appreciation unusually diffi- 
cult. The teacher cannot drive the student to experience pleasur- 
able reactions to situations. It is a matter of leadership that 
awakens these desirable responses. The teacher can assign the 
memorization of a poem, and, by setting up a series of unpleasant 
consequences which greatly offset the particular unpleasantness 
that may surround the ordeal of memorizing the poem, force the 
student to master the assignment. Since memorization involves a 
form of learning over which the student has control, the learning 
can take place irrespective of the fact that such learning is dis- 
tasteful. The teacher, too, can set up the tests that determine 
mastery of the verbal repetition of the poem, and to some degree 
the student’s understanding of the poem. The teacher cannot, how- 
ever, determine the feeling-tone that envelops the activity. No 
devices are yet available by means of which this can be' done 

i* Kilpatrick, W. H. Foundation* of Method, p. 288. New York: The Mac- 
millan Company, 1825 
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adequately. Furthermore, the student does not exercise complete 
control over his emotional responses. The very nature of the organ- 
ism itself predisposes it to follow certain patterns of response. 
Under extremely adverse situations the student could not, no matter 
how hard he tried, immediately overcome an aversion acquired for 
a given situation or object as the result of some particularly un- 
pleasant experience associated with it. In some situations the 
negative feeling-tone has been so strongly emotionalized and the 
attitudes so firmly set, that it is virtually impossible ever completely 
to overcome such aversions. The emotional conditioning in child- 
hood against darkness and snakes is an example in point. Many 
adults are never able to reason away the emotional conditioning 
received in childhood toward similar situations or objects, no matter 
how hard they try. 

4. How is Ethical-Social Appreciation Developed? 

Elements of appreciation involved 

It is not possible to draw hard and fast lines between ethical- 
social forms of appreciation and aesthetic forms. The aesthete 
would be quick to resent the implication that aesthetics did not 
contribute to social values or social well-being. Arbitrarily, there- 
fore, the consideration of ethical-social appreciation will emphasize 
the development of those interests, attitudes, ideals, and mores that 
contribute most directly to the social welfare, and to the whole- 
some enjoyments and pleasures of the individual within the social 
milieu. In each of these apprcciational forms, emotion and intellect 
play a part. “Wholesome enjoyment and pleasure” may require but 
a minimum of the intellectual element and a maximum of the 
emotional; while ideals may carry the individual to the opposite 
extreme of maximal thinking and minimal feeling, though this is 
not likely to be true. 

Technique of developing ethical-social appreciations 

No complete set of suggestions can be offered for the develop- 
ment of ethical-social appreciations that would apply in every situa- 
tion or with every individual. The cultivation of an attitude may 
vary considerably from that of the development of an ideal, the 
establishment of desirable mores, or the winning of loyal conformity 
to existing social customs. Besides, as has been suggested previ- 
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oasfy in this chapter, there is less positively known about the most 
effective means of developing interests, attitudes, ideals, or the 
establishment of mores than is known about the successful direc- 
tion of the other types of learning. The suggestions offered here 
are among those usually considered effective in the development 
of ethical-social appreciations. 

1. The teacher can best teach the attitudes he himself shares. 
The personality of the teacher plays a more important part in the 
teaching of appreciation than in any other phase of teaching. In 
die very nature of the teacher-student relationship, and the stra- 
tegic place of the school in the community life, the ideas and 
attitudes of the teacher are potent influences in shaping the think- 
ing of the student. No teacher can successfully lead the student 
to acquire attitudes he himself does not share. Sham and hypocrisy 
are generally anathema to people, and to adolescents in particular. 
It is hard to give lip service to an attitude one does not genuinely 
feel. The ring of insincerity is likely to be detected in the voice or 
facial expression. This is true because attitudes and ideals are 
heavily freighted with emotion, and genuine emotional tone is 
extremely hard to simulate when it is not present. This inability 
readily to imitate feeling-color that does not exist is due in large 
measure to the fact that objective analysis of the expression of emo- 
tion when one is within its grip does not take place. Indeed, it is 
an open question whether objective analysis is fully possible. Emo- 
tional feeling-tone is so $ubtle that it is likely to fade away and 
elude the one who attempts to hold it for analysis. For the most 
part analysis of emotional states must take place subsequent to the 
experiencing of the emotion one desires to study. 

The reaction of the student to an assumed enthusiasm is likely 
to be one of contempt for the teacher, and positive antagonism to 
die interest, attitude, or ideal the teacher wishes the student to 
adopt. If the teacher accepts, but does not feel strongly concern- 
ing a desirable attitude or ideal, little effort should be made to 
conjure up a pretended enthusiasm for the benefit of the class. 

2. The teacher should exemplify the ideals he teaches . There is 
dose kinship here with the above suggestion. The old adage, "What 
you are speaks so loudly I cannot hear what you say," expresses 
the idea concisely. It is possible to feel strongly the value of certain 
attitudes and ideals, yet seldom if ever act upon them. Sooner or 
later the students who have opportunity to become somewhat in- 
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timately acquainted with the social activities of their teachers, as 
many do in the smaller schools and communities, begin to compare 
the teachers* conduct with the ideals professed. It is of the utmost 
importance that the teacher “practice what he preaches.” No 
teacher can justify his right to teach who encourages attitudes or 
permits ideas to become current which are inimical to the social 
life of the school or to society. It is incumbent upon the teacher 
to live ideals, irrespective of whether he specifically sets them 
before the students in words. It is the total situation as it concerns 
the teacher to which the studfent reacts. The teacher of physical 
education — athletic coach in most schools — occupies an enviable 
position in his influence over high school boys. If he proclaims 
strongly ideals of fair play, honesty, and truthfulness, but plays 
ineligible boys where he can “get by,” he not only loses the respect 
of the students and forfeits his opportunity for leadership m devel- 
oping proper attitudes and ideals, but tends as well to nullify the 
social value of ideals in the minds of these students. 

3 Precepts may be effectively used . The power of precepts in 
the control of personal behavior, the formulation of attitudes and 
ideals, and the establishment of mores are too often underestimated 
by the teacher. The strength of precepts and slogans lies in the 
condensation into a striking catch phrase, jingle, or rhyme, of an 
idea of general interest or worth dogmatically asserted. Precepts 
and slogans grip the imagination, and often enough and generally 
enough repeated, come to have a powerful influence over the 
thought and social behavior of people. From childhood years most 
adults have heard such precepts repeated as “The earJv bird 
catches the worm,” “Honor thy father and thy mother that thj days 
may be long” “Pride comis before a fall,” or 

Early to bed, 

Early to rise 
Makes a man healthy, 

Wealthy, and wise. 

Slogans are closely akin to precepts as effective determiners of 
attitudes and social controls. “America for Americans” is one type 
of slogan that produces a glow of emotion and blind prejudice, but 
results in little intellectual activity. It is very * Active, however, m 
building up a strong nationalistic sentiment. The power of slogans 
to control attitudes and conduct is still vivid in the memory of 
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those adults who participated in World War I. Such slogans as 
“He kept us out of War” elected a man to the presidency of die 
United States, just as the slogans coined by that same man — “The 
War to end Wars,” and “Make the world safe for democracy,” led 
those same voters to become possessed with an unshakable con- 
viction, born of emotion, that they were embarked upon a most holy 
crusade in behalf of human liberties. In World War 11, “Remember 
Pearl Harbor” was one of the few slogans which made an impres- 
sion on the public. While “slogans and maxims are usually quoted 
and accepted with little intellectual consideration,” 19 they are 
powerful instruments of emotional conditioning toward attitudes, 
ideals, and group mores , which the school can ill afford to ignore. 

Those who believe that the school should stress only an intel- 
lectual basis for conduct insist that all instruction should be 
directed toward providing the student with full information and 
the technique of problem solution as a guide to every behavior 
situation. They challenge the pedagogical wisdom or right of the 
school to inculcate attitudes, or to be instrumental in the establish- 
ment of social-behavior patterns not fully intellcctualized for the 
student. Such a point of view ignores realities and the practical social 
situation of which the school is inextricably a part. Academically, 
all must admit the desirability and responsibility of the school to 
make the attitudes, ideals, and mores of society as intelligent as pos- 
sible to the individual members of the group. Practically, the 
school must sense the actualities of the social situation and recog- 
nize the educational responsibilities of the school, implicit in the 
nature of society. As Briggs points out: 20 “But when the feelings 
are dominant, however occasionally, should we not be concerned 
that they are the right feelings directed toward good objectives?” 

4. Ethical-social instruction, both direct and incidental, should 
be utilized. Some writers advocate the incidental teaching of ap- 
preciation only. They contend that you cannot teach ethical-social 
appreciation as you teach algebra or chemistry. That is quite true. 
The objective of algebra and chemistry teaching has been largely to 
acquire factual knowledge and problem-solving skill. The objective 
for die teaching of ethical-social appreciation is the development 
of interests, attitudes, and ideals, which includes the recognition 
of values within desirable social patterns and the emotionalizing 
of the acceptance of these values by the student. To the extent 

19 Briggs, T. H., op. cit., p. 429. 20 Briggs, T. H., op. ctt., p. 429. 
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that the intellectual element is involved in social appreciation direct 
instruction would seem pertinent. The school should lead the stu- 
dent to a rational discovery of those attitudes, ideals, and mores 
worthy of acceptance and emulation, and of those that need to be 
established to achieve more readily the desirable goals of the in- 
dividual and society. Indeed, it would seem quite imperative for 
the student to discover the reasons why a certain form of behavior 
is considered either inimical to or beneficial to the best interests of 
society or the individual. The student should be made cognizant of 
specific social qualities which racial-social experience has led to 
quite universal acceptance as desirable or undesirable. These 
qualities should be generalized in the mind of the student through 
die use of numerous concrete situations brought to his attention, 
in which the effects of the operation of the social qualities in ques- 
tion are unmistakably discernible. To a much greater extent than 
is generally assumed, ethical-social appreciation can be directly 
taught It is the aim of education to remove conduct as far as pos- 
sible from blind subservience to group mores. Such teaching in- 
volves strong emphasis upon the intellectual elements without 
neglecting the emotional concomitants that should accompanv the 
intellectualization of attitudes, ideals, and loyalties to existing or 
desired group mores . The direct teaching of the evil effects of 
alcohol for a generation preceding the advent of prohibition is a 
case in point where both the intellectual and emotional aspects of 
the situation were stressed with telling effect. 

However, the incidental or indirect teaching of appreciation is 
of vital importance. It is said of the late William Rainey Harper, 
President of the University of Chicago, that “he taught Hebrtw as 
a series of hairbreadth escapes.” It would scarcelv be inferred that 
he did not teach the language facts of Hebrew as well as many 
contemporary teachers of Hebrew. Rather, it is fair to assume that 
these language facts were taught as well by President Harper as 
they were taught by contemporaries, if not better. Indeed, through 
his enthusiasm, his attitudes, his manner, and his methods he 
vitalized — emotionalized — the learning of Hebrew with a warmth 
of feeling-tone that awakened interest in and aroused enthusiasm 
for the study of the language. From the standpoint of the teacher 
the teaching both of facts and attitudes was directly done by the 
use of specific techniques, though the student was little conscious 
of other than the direct method employed. 



280 Teaching Appreciation 

Some of the most effective teaching of ethical-social appreciation 
has been carried forward by indirect methods. It is generally con- 
ceded that Harriet Beecher Stowe’s Uncle Tom's Cabin played a sig- 
nificant part in educating public opinion to the evils of the deeply 
rooted social-economic convention of slavery in American life. 
More than a generation later, T. S. Arthur’s Ten Nights in a Bar- 
room had no small part in crystallizing public sentiment against 
die evils of the saloon. In both of the examples cited, the pedagogi- 
cal strategy in developing attitudes was to attach the opprobrium 
of generally recognized, undesirable social qualities to a social 
situation and practice. Enough facts were introduced clearly to 
identify universally repugnant social qualities with each form of 
social practice, then, through the incidental medium of a human- 
interest story, mind-sets were very strongly emotionalized against 
these specific social customs, even to the point of arousing intense 
hatred against everything associated with these practices. 

5. At times pressure may be employed to establish or teach 
respect for, and conformity to, the mores. There is an inexorable- 
ness about conformity to the mores of the group. Wherever pos- 
sible, the positive factors in the determination of attitudes that 
conform to group practice should be stressed. However, there are 
occasions when emotional conditioning favorable to some of the 
dominant group mores seems impossible without resort .to the use 
of the fear of the unpleasant, properly to condition the mind-set 
of the individual toward, acceptance of the mores in question. The 
use of social approval and disapproval in positive fashion should 
be utilized under these conditions to secure conformity, until more 
desirable conditioning factors can be made to operate. Realism, 
substituted for fanciful wishing, must force the teacher to recognize 
that in normal life-situations the machinery of social control often 
tends to operate relentlessly, often with cold impersonality, as it 
maims or destroys those who get in the way or who attempt to 
defy its operation. The rigorousness, the inexorablcness at times, of 
the operation of the mores should be made a reality to the student 
through fact and experience. The child soon learns through a few 
experiences the consequences of touching a hot stove, or of getting 
too close to a flame. As a result of these experiences he acquires 
very definite attitudes toward fire, emotionally conditioned, in 
direct ratio to the intensity or vividness of his experiences. The 
school would fail of its complete duty to youth were it to neglect 
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the negative aspects of appreciational training through a mistaken 
sentimentalism in behalf of the positive — the pleasurable. 

6. Provision should be made for the expression of the desired 
interest, attitude , or ideal. Teachers of physical education know 
that the best way to develop genuine interest in a given form of 
sport is to get the subject to participate successfully in the sport. 
The proverbial fascination of golf for the devotee of this sport, 
with the equally well-known concomitant suffusion of emotion 
that envelops the participants, can never be obtained vicariously. 
To enjoy the full exhilarating Effect of the emotional warmth of 
the game one must be a participant. To the prosaic observer, 
nothing could appear more stupid and uninteresting than for the 
mature man deliberately to hit a diminutive rubber ball, carefully 
replace his club in the golf bag, in company with one or two com- 
panions nonchalantly walk to where the ball stopped, slowly, 
deliberately, choose a club and repeat the previous performance, 
not once more, bu( repeatedly as he and his companions advance 
up hill and down for the space of an hour or more. It becomes a 
decidedly different situation when the observer assumes the status 
of full participant. 

To give expression to acts of kindness, generosity, and other 
desirable social qualities tends to strengthen attitudes and ideals 
because of the pleasurable feeling-tone engendered by intellectual 
satisfactions which result, or by the conscious approval of others 
whose good opinions are valued. The Boy Scouts of America has 
proved itself to be one of the most effective character-building 
agencies for youth. The scout is conditioned toward the loyal ac- 
ceptance of desirable attitudes, ideals, and social patterns of be- 
havior in two very definite ways. 

First, the scout is led to recognize and accept certain desirable 
social attitudes, ideals, and conduct-patterns through positive in- 
struction in the ways a good scout thinks and acts. The initiate is 
committed to the ideals and practice of scouting through the scout 
oath. The scout oath is taken in a ritualistic setting designed to 
impress the tenderfoot scout with the importance of scout ideals, 
and to condition emotionally his acceptance of these ideals. 

The second way in which the scout is led to the acceptance and 
practice of social ideals is through his pledge "to do a good turn 
every day.” Participation, practice of his scout ideals, provides for 
the satisfactions that arise from translating ideals into concrete ac- 
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complishments. The evidences of appreciation from the recipients 
of the “good turns,” the definite social approval of companions and 
elders of the community that attend acts of thoughtfulness, the 
obvious approval of scout master and fellow scouts, and not least 
of all die sense of personal achievement and of personal approba- 
tion for duty well done, are factors that strongly condition die 
youth toward socially desirable ideals and behavior. It suffuses his 
whole being with a strong feeling-tone of satisfaction. Necessarily, 
the attempt to fulfill the obligation of "a good turn every day” leads 
to the discovery and appropriation of new social ideals and prac- 
tices. Social appreciations are thus extended and developed, with 
the recognition and acceptance of new social values as these are 
identified with new situations. 

It is this significant factor of self-expression in the development 
of social appreciation that gives point to the demand of modern 
educators for the reorganization of the curriculum and methods of 
the school to provide for activities — projects — of a life-situation 
type through which attitudes, ideals, and desirable patterns of 
social behavior may better be developed. 

It should not be inferred that direct participation is the only 
means of providing expression for desirable interests, attitudes, and 
ideals. Many valuable ethical-social attitudes and ideals can be 
established or greatly strengthened through vicarious- experience. 
It is this fact that makes biography and literature valuable as 
agencies of ethical-social appreciation. Literature of noble theme 
enables the student to live in imagination with the characters, 
identify himself with the activities of the participants, and develop 
strong sentiments favorable to worthy motives, ideals of social 
justice, etc., as portrayed in the incidents and in the thoughts and 
acts of favorite characters. Literature usually has its villains and 
ignoble characters who provided definite contrasts to the charac- 
ters which the authors desire the readers to accept as heroes. The 
specific acts of each group are associated with undesirable or 
desirable attitudes and conduct that tend to establish emotionalized 
mind-sets for and against the attitude or conduct-traits of the two 
character groups. Biographies of great men and women ^ho have 
won general approbation because of the sterling qualities of char- 
acter and the nobility of their attitudes and ideals, expressed in 
concrete social situations, have given ample proof of the vitality of 
these materials, when used as a means of vicarious expression of 
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attitudes and ideals by youth. Agencies devoted to character build- 
ing have long recognized the potency of literature and biography 
as media through which to develop new appreciational values for 
worthy conduct patterns and to strengthen worthy attitudes and 
ideals already present with the student. 

7. Ritual may be effectively used to provide adequate emotional 
conditioning. In the section on "the nature of the mores,* the im- 
portance of ritual in the emotional conditioning of social attitudes 
and social conduct was stressed. "The process,” says Stunner, 11 
"by which mores are developed and established is ritual” Since 
much of ethical-social appreciation, as reflected in the mores, is 
piedominantly emotional rather than intellectual, ritual becomes 
particularly effective as a means of establishing predispositions 
toward socially desirable forms of conduct. The rituals of oiganiza- 
tions such as the Boy Scouts, Girl Scouts, Camp Fire Girls, Order 
of DeMolays, Rainbow Girls, Ili-Y Clubs, etc., are powerful 
directive and conti oiliug forces in developing attitudes, ideals, and 
social practices. Through undervaluation of ritual the schools, and, 
indeed, civilized society as a whole, have neglected one of the 
most potent forces available for the development of ethical-social 
appreciation. 


5. How It Aesthetic Appreciation Developed? 

Aesthetic appreciation defined 

Aesthetic appreciation has been defined in this chapter as the 
satisfactions that result from experiencing the beautiful in a situa- 
tion — harmony of color and sound, symmetry of shape, rhythm of 
motion, etc. We think of beauty not only as it is related to art, 
music, rhythmic movements; but in its relation to ideas, and to die 
arrangement of words as the symbol of ideas and sequences of 
ideas in written or spoken forms. The artistry of the composition 
of words as the expression of ideas by lip or pen is a cherished form 
of beauty. Aesthetic appreciation, like ethical-social appreciation, 
involves both emotional and intellectual qualities. In one instance 
or with one individual the surge of emotion mav be the characteris 
tic appreciation tone; while in another situation or with another 
person the intellectual element in appreciation may predominate. 

s 1 Sumner, W. G., op. elt., p. 60. 



230 


Teaching Appreciation 


Disagreement as to standards of beauty a problem 

Mueller 22 deplores the lack of agreement as to what is art, thus: 

It is, however, extremely disheartening to embark on the task of 
selecting, from the motley confusion of aesthetic principles the precise 
vocabulaiy which is most plausible and convenient for one*s purposes. 
Indeed, so diametric are the contradictions that it has moved one 
liberal commentator to assert that “rival critics begin, it would appear, 
by inverting the cardinal doctrine^ of their competitors.** 

So we find that to many, art is incomprehensible by logic or science, 
but conceivable only through intuition, while to others, the fine arts 
are quite as accessible to the logical mind as is the practical world. 
According to one point of view, art is an improvement over nature, 
more real than physical reality, and more acceptable, but to others, 
art portrays nature not as it ought to be but as it is. While Matthew 
Arnold condemns Anna Karenina because it is a piece of life, Scott- 
James, a contemporary English critic of eminence, exalts the piece for 
the same reason. Such disagreements in evaluation of merits are 
by no means uncommon. To Hanslick, Beethovens Ninth Symphony 
was an aesthetic monstrosity, while Wagner’s judgment of the same 
work placed it at the pinnacle of artistic achievement. 

The teacher who has tried to grapple with the problems of 
teaching aesthetic appreciation has found that the establishment 
of tangible standards by which to distinguish real beauty from 
pseudo forms, is a soilrce of great difficulty. Students, however, 
are quick to demand definite criteria by which to judge beauty. 

If the teacher pauses to reflect on the psychological nature of 
beauty, some reason for the confusion among writers as to what 
beauty is will become obvious, and the problem thereby will be- 
come less formidable. Strictly speaking, beauty does not reside in 
the object of appreciation. It is the reaction of the individual to 
the object that determines for him the presence of the qualities of 
beauty or ugliness. Beauty is, then, in part, the product of the 
past experience of the individual in relation to the object* or ele- 
ments recognized in, or associated with, a situation in which beauty 
is present. If this experience has been pleasurable there i$ a ten- 

22 Mueller, John H. t and others, op. cit,, p. 7. For further discussion of this 
problem see Kellett, E. E., The Whirligig of Taste. New York: Harcodrt, Brace 
and Company, 1929; Chambers, Frank, Cycles of Taste. Cambridge: Harvard 
University Press, 1928; and Babbitt, Irving, On Being Creative. Boston: 
Houghton Mifflin Company, 1932. 
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dency toward appreciative response, both emotional and intel- 
lectual- If the apperceptive experience has elements of annoyance 
or unusual unpleasantness that are now associated with the new 
object or situation, the emotional reaction is likely to be negative. 
The naturalist, or the person who from childhood has made pets of 
snakes, sees much in them of beauty in color, form, and grace of 
movement. To the person who has been taught from earliest recol- 
lection to think of snakes as loathsome, poisonous, sneaky, crafty 
things — the usual symbol in literature and religion of evil, and 
the antithesis of the good and* lovely — this much-maligned crea- 
ture of nature has power to provoke only unpleasantness and loath- 
ing. Again, a sunset will not mean the same thing to a painter that 
it does to a poet, though there may be much in common between 
the two persons in the nature of the aesthetic experiencing that 
takes place. The fact of experience, as a conditioning factor in ap- 
preciation, explains many of the apparent contradictions among 
people as to whai ' institutes beauty and art in their various man- 
ifestations. A natural corollary would be the expectation of wide 
legitimate variation in appreciational reaction, as the teacher under- 
takes to develop moods and standards of aesthetic appreciation 
with the class. 

The technique of teaching aesthetic appreciation 

The teacher of aesthetic appreciation must intelligently face the 
fact that there is much divergence in the apperceptive experiences 
possessed by his pupils. It is assumed that there are aesthetic 
values which are made up of qualities that can be recognized and 
that can become the basis of standards by which to determine, 
within latitude, the presence of beauty in a given instance. The 
teaching of aesthetic appreciation, therefore, is not greatly unlike 
the teaching of certain phases of ethical-social appreciation. The 
following factors appear to have most significance in the technique 
of developing aesthetic appreciation. 

1. The teacher must genuinely appreciate that which he wishes 
others to enjoy . Just as the teacher will find it difficult to teach 
ethical-social appreciations he does not share, so will the teacher 
firtd aesthetic appreciation difficult to teach when he does not him 
self sincerely share that appreciation. At least two factors contrib- 
ute to the great difficulty in teaching an appreciation of the beauti- 
ful which one does not himself experience. 
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First, there is far less unanimity as to the elements that consti- 
tute beauty than there is as to those qualities that make up socially 
desirable behavior. It is much easier to establish attitudes and 
mind-sets toward conduct patterns quite generally accepted, and 
for which there can be adduced obviously cogent reasons for die 
observance. 

Second, beauty is less tangible than goodness, when the latter is 
ethically-socially conceived. To a much greater extent than good- 
ness, beauty results from the fusion of elements that inhere in a 
specific pattern. Aesthetics depends more upon the total effect of 
the synthesis of qualities which produce an emotional feeling re- 
action than upon intellectual understanding. Appreciational teach- 
ing, therefore, must undertake to a large extent to transmit to the 
student the feeling-tone which the teacher experiences in the pres- 
ence of the beautiful. All that has been said with reference to the 
teacher's sharing genuine appreciational experiences with the stu- 
dent in ethical-social appreciation applies with even greater force 
to aesthetic appreciation. 

2. The appreciation lesson should be so presented as to stimulate 
the student to further activity. Often an animated telling of some 
of the most interesting scenes in the literature the teacher wishes 
the student to read will be sufficient to stimulate the student to 
read appreciatively. Similarly, the recounting of the unusual inci- 
dent or situation that led to or surrounded the creation of a poem, 
story, or work of art,* as for example, Longfellow’s Evangeline, 
Whittier’s .Ichabod, Lew Wallace’s Ben Hur, Handel’s Messiah, or 
the traditional account of the composition of Beethoven’s Moon- 
light Sonata, will whet the student’s appetite for new aesthetic 
adventures. To call attention to the year’s best seller or the Nobel 
prize novel produces interest and favorable anticipation for an 
appreciative reading. The psychology of suggestion implies that 
what everybody else agrees is good must be; therefore the reader 
is not only anxious to read the book but is predisposed to find 
something to enjoy in it. 

A classic portrayal of the way in which curiosity may be used to 
stimulate interest and possible appreciation of good literature is 
strikingly shown in the oft-quoted address of Professor Scott, de- 
livered before a meeting of the North Central Association of Col- 
leges and Secondary Schools. Alluding to the well-known failure of 
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most teaching of the appreciation of good literature, he said, in 
part: 28 

If I were not engaged in this inferior business of teaching in a 
university, and my time were not all taken up with it, I should like 
to go into a high school where these formal prescriptions had been 
put aside and take charge of a class in English. I think I should talk 
to the pupils in some such way as this: 

"The classes of former years have been reading this prescribed set 
of books — a pretty poor sort of literature, in my opinion, and not 
proper for young people to read. # You are very fortunate in being able 
to get rid of them. They are mostly very dull and uninteresting. There 
is the Iliad, for example, full of fighting and blood and the killing 
of men, and of armies clashing with one another in desperate conflicts 
where all the elementary and violent human passions are set free. 
Horrible! The International Peace Society cannot approve of anything 
of that sort. We will put this book aside, and I hope none of you 
will touch it. Then there is the ‘Faerie Queene/ all about giants and 
maidens in distress, magic and mystery of all sorts — perfectly useless, 
a futile, silly thing, nearly as bad as the Arabian Nights. Don’t go 
near it. I trust, also, that no one will attempt to read ‘As You Like 
It,' which has a wrestling match in the very beginning (these minor 
athletics ought not to be allowed in literature) and tells about a girl 
who ran off into the forest in boys' dress — a most improper per- 
formance on her part. I am sure we ought not to talk about those 
things in this class. And even worse, perhaps, is Tennyson's ‘Prin- 
cess/ where a prince, who ought to know better, disguises himself in 
woman’s clothing and gains admission to a girls’ academy. A scan- 
dalous thing! No gentleman would act in that vay. In short, these 
books are all harmful and ought to be destroyed. For the present 
I will put them on the top shelf of the closet here, and just as soon 
as the janitor is at liberty we will have them burned." 

3. For general appreciation , analysis should be restricted to those 
essentials directly contributory to understanding . The teacher 
should always bear in mind that the greater the intellectual bases 
for understanding, the greater the potential possibilities for ap- 
preciation. For the literary specialist, appreciation is enhanced by 
painstaking technical analysis for figures of speech, allusion, plot 

23 Scott, F. N. "Discussion of High School English bumfluenced by College 
Entrance Requirements" in Proceedings of the North Central Association of 
Colleges and Secondary Schools , 1912, pp. 70-72. 
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structure, rhyme scheme, etc. Unfortunately college teaching of 
literature has seldom differentiated between the student of special- 
ized and general interest in the subject. The student of specialized 
interest in an appreciational field already has his interest in that 
field established. Thereafter it is wholly a matter of expanding his 
intellectual understandings in this field to enhance the possibilities 
of greater appreciation. For the neophyte no such appreciational 
interests are established. 

The teacher's primary task, therefore, is to establish this interest 
which may become the basis for lsfter development. The same lack 
of discrimination has characterized much of the teaching of litera- 
ture in the high school. Colvin cites an incident 24 in which a 
junior high school literature class devoted one hundred and eighty 
minutes to the study of Julius Caesar . Most of the questions con- 
cerned the meaning of words, historical facts, syntax, outline of 
story, rhetoric, prosody, mythology, plot, and but six questions 
“connected with present life.” The teaching of other appreciational 
subjects has not been greatly different from that of the teaching 
of literature. Experience has revealed clearly the deadening effect 
upon appreciational learning of too much analysis for those whose 
interests have not been fully established. Scott, in an imaginary 
classroom situation , 25 describes vividly how literature should not 
be taught; and brings out very clearly the disastrous effects on ap- 
preciational learning of the overanalytical method so prevalent in 
the traditional teaching of literature. He says: 

“And now we are going to take up some books which I know you 
will enjoy. I want you to be just as enthusiastic as you can about 
them, for we are going to study them and study them hard, and you 
will get a great deal of profit out of them, and all will be greatly 
improved. For the boys we will take Captain Mayne Reid's 'Afloat 
in a Forest/ We are going to read that book a paragraph at a time 
and examine carefully every allusion in it. It is about some people 
who floated down the river Amazon. First we will draw a map of 
South America, locating the course of the river, and then we will 
ascertain how wide the Amazon is at various points and how fast the 
current moves. Finally we will determine the amount of si^t which 
is deposited by the river at its mouth. Captain Mayne Reid, by the 
way, makes a mistake. He has three people float down in p much 

24 Colvin, S. S. An Introduction to High School Teaching, p. 312. New 
York; The Macmillan Company, 1924. 

*• Scott, F. N., op. cit., pp. 70-72. 
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shorter time than they possibly could. You will see that this is so 
when we discover the exact relationship between the flow of the 
stream and their rate of progress. We shall go into these details with 
the utmost care, and after a little wliile you will write some nice 
little essays about them. 

"For the benefit of the girls we will read in the same careful and 
scholarly way Robert Chambers* ‘Heart Throbs of a Multimillionaire/ 
We will determine just how many times the heart throbs when two 
hearts are in unison, and learn about the two kinds of blood corpuscles, 
and so on, and there will be essays on all these things also. 

“But this is not all. Two years from now, when you are seniors, 
we will take these books up again and go over them and over them 
and over them until you know the answers to every last question in 
regard to all these mathematical, biological, chemical, and topcgiaph- 
ical things, and that will be absolutely delightful/* 

I think we can all prophesy what would be the result ot such an 
experiment. If the room were not locked or the closet door locked, 
after two or three weeks those classics which were put on the top 
shelf would have to be rebound, and as regards the other books, when 
their very names were mentioned, I think the pupils would fly shriek- 
ing. They would never want to see the “Heart Throbs of a Multi- 
millionaire** again, or even “Afloat in a Forest/’ good as that book is. 

4. Whatever is offered for appreciation should be presented in 
as striking a manner as possible. Effective speakers and the press 
know the value of dressing up facts and ideas in such spectacular 
or graphic form as to arrest attention, grip the imagination, and 
engender emotions of awe, wonder, fear, or enthusiasm appropriate 
to the situation. Teachers have been too prone to present tacts or 
ideas in a commonplace manner or in abstract form and then to 
wonder why definite appreciational responses were not secured. 
Examples of concepts of space and time, strikingly presented, will 
suffice to illustrate this point. Sir James Jeans, in a truly thrilling 
account of our universe, makes effective use of the graphic to 
develop an appreciation of the innumerable stars that course 
through the heavens and the immensity of space, thus: 26 

And the total number of stars in the universe is probably something 
like the total number of grains of sand on all the sea-shores of the 
world. . . . This vast multitude of stars are wa Bering about in space. 
A few form groups which journey in company, but the majority are 

2 * leans, Sir James. The Mysterious Universe , pp. 1-2. New York: The 
Macmillan Company, 1930. 
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solitary travelers. And they travel through a universe so spacious that 
it is an event of almost unimaginable rarity for the star to come any- 
where near to another star. For the most part each voyages in splen- 
did isolation, like a ship on an empty ocean. In a scale model in 
which the stars are ships, the average ship will be well over a million 
miles from its nearest neighbor, whence it is easy to understand why 
a ship seldom finds another within hailing distance. 

Of similar import is an example of an effort to give an apprecia- 
tion of events in relation to time in vivid narrative style: 27 

The whole existence of mankind is generally assumed to have lasted 
not less than 240,000 years. ... If this period is represented by a day 
of twelve hours, then each hour would represent 20,000 years, each 
minute 333% years. If we imagine that we of the present are living 
at noon on that protracted day, the startling fact comes out that for 
over eleven and a half hours there is nothing to record . At twenty 
minutes before twelve the earliest vestiges of Egyptian and Babylonian 
civilizations begin to appear. Greek literature is seven minutes old. 
At one minute before twelve the Advancement of Learning makes its 
appearance. The steam engine is only a half minute old. From this 
we get a vivid idea of two facts; first, the enormous period during 
which there was no progress record, and secondly, the exceedingly 
lapid progress during the final stages. 

5. Appreciational teaching should be governed by *the appro- 
priateness of the situation. Teachers of science, particularly of 
biology and botany, know through necessity the importance of ad- 
justing their teaching of certain phases of their work to appropri- 
ate seasons when it is possible to go afield in search of specimens 
of plant, flower, insect, or living matter germane to their study. 
Literature and art have their moods for the seasons, the days, and 
special circumstances. These should be carefully observed to capi- 
talize die opportunities for the most appropriate situations in 
which to develop the desired appreciations. Paintings of snow and 
bleak winter scenes can be most effectively used in winter* while 
harvest and Indian summer scenes can be appreciated more &illy in 
autumn. As one writer aptly observes, the attempt to secure die 
"appreciation of the Psalm of Life in the afternoon with the' junior 
*prom’ to be held in the evening,” is as likely to meet with {failure 

i 

27 Adams, John. The Evolution of Educational Theory, p. 86. Ne* York: 
The Macmillan Company, 1912. 
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as is the effort to develop an appreciation for The Moonlight Sonata 
before a jazz entertainment, 

0. The materials for appreciation should be within the range of 
the students understanding. This principle of learning has been so 
thoroughly stressed throughout this book that it needs only to be 
recalled in connection with appreciational teaching. Possible ex- 
ception to this principle may at times be taken, especially in connec- 
tion with poetry. Although a student may lack full understanding 
of a poem, the meaning that he does get combined with the lilt and 
rhythm of the poem often makes the reading pleasurable. This 
initial acquaintance with a poem often leads to a fuller apprecia- 
tion of the poem when he is mature enough to understand it 
Where the thought looms large as the basis for appreciation, great 
care should be exercised. Fortunately for the teacher of literature, 
helpful studies are available to guide him in the selection of appro- 
priate materials for high school grade and age levels. 

7. Memorizteliut t\ often an effective means of teaching appre- 
ciation. Very little memory work should be requiied of the stu- 
dent in literature or music — the two fields of appreciational 
teaching where memorization is customarily practiced. The assign- 
ment procedure is likely to arouse antagonisms rather than to 
develop appreciations. An effective practice is for the teacher to 
motivate memorization by calling attention to beautiful passages 
customarily learned and quoted by adults, by offering special credit 
inducements for memorization, or by arranging for special attention 
to those who successfully memorize passages of poetry or who play 
or sing from memory before the class, school, or assemblies The 
chance to exhibit achievement and the opportunity to feel the thrill 
of social approval are often sufficient motivation to cause many 
students to undertake extended memorization of gems from liter- 
ature and music. If the teacher sees to it that efforts at memoriza- 
tion are followed by pleasurable experiences he is likely to get good 
results in his teaching of appreciation. 

8. Participation and expression a very effective means of devel- 
oping appreciation. The old principle that “we learn by doing” 
applies to the teaching of appreciation. The application of this 
principle to outdoor recreational forms of so '**1 appreciation was 
discussed in the previous section on the techniques of developing 
ethical-social appreciation. It is no less appropriate to the develop- 
ment of aesthetic appreciation. The one who can paint or model, 
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even though his work be crudely done, gets distinct satisfaction 
from his efforts and enters more fully into the labors of the artists 
whose work he studies. The same is true of the one who can ex- 
press his aspirations and emotions in music. The writer has 
observed high school students thrill with the opportunity to partic- 
ipate in the dramatization of a passage from great literary master- 
pieces, or to read feelingly from similar passages suited to such 
expression. Briggs cites 28 an example which most experienced 
teachers could similarly duplicate: 

Benito was an Italian youth poorly prepared, uninterested, and 
failing in literature. ... An ingenious teacher kept him after school 
one day and asked him to prepare to read to the class “Mia Carlotta* 
because, she said, he could do it better than anyone else. After care- 
ful coaching he read the poem with such success that he pleaded for 
other opportunities. After he had had similar success with “Da 
Leetla Boy” and "Da Boy from Rome” his attitude was so changed 
that there was little difficulty in getting from him more satisfactoiy 
work on the selections provided in the course. 

QUESTIONS AND PROBLEMS 

1. What evidence can you deduce to support the thesis that education 
is not fully effective if it emphasizes information and problem solv- 
ing and neglects training of the emotions? 

2. Either defend or refute the assertion that "Our intellect is a mere 
speck afloat on a sea of feeling.” 

3. Draw up a list of the mores in our society which you think are 
capable of defense on rational grounds. Draw up a similar list of 
those mores which you believe cannot be defended on a rational 
basis. 

4. Contrast the modes of ancient and modem societies in perpetuating 
their gioup mores . Write a paper of 700 to 1000 words in length 
in presenting this contrast. 

5. How would you support or challenge the statement: "Reflection is 
the worst enemy of the mores”? 

6. What is meant by the statement, "The mores are social ritua|”? 

7. To what extent do you think the high school should attempt to 
establish "school traditions'? 

8. It is generally agreed that politicians and demagogues h ajvre fre- 
quently utilized the cherished mores of society against the best 


« Briggs, T. H. # op . rit., p. 434. 
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interests of society. In what way or ways can the school assist to 
reduce the evil effects of attempted misuse of group mores ? 

9. (a) In what way or ways are the emotions and mores related? 

(b) In what way or ways are emotions and appreciations related? 

10. Can you show that the mores and “social appreciation” are closely 
related? Be explicit. 

11. (a) To what extent, if any, do you think the secondary school can 

be used to develop desirable social mores for the community 
and society? 

(b) If you believe that the school can become a vital force in the 
development of socially desirable mores , what methods could 
the school employ to develop these desirable mores ? 

12. To what extent, if any, may negative stimuli be employed to develop 
social appreciation? 

13. How would you distinguish between the teaching of app eciation 
and the teaching of information or pioblem solving? 

14. Why is it considered so difficult to teach “aesthetic appreciation”? 
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How Can Pupil Progress Be Evaluated 
and Reported? 


1* What Is the Problem of Measurement? 

Someone has said that examinations find their origin in antiquity. 
Whenever man has tried to think critically about the relative suc- 
cess of his activities, some form of evaluation of these activities has 
taken place. For the most part this evaluation has been highly sub- 
jective and, where conscious standards have been accepted as the 
basis for judgment, they have been crude and in general poorly 
defined. 

With the rapid development of education, within the past few 
decades, and particularly since the turn of the century the demand 
for some satisfactory evidence of the success of the work of the 
public school has become insistent. It has been part and parcel 
of the larger demand of society that all agencies of social progress 
justify the increasing financial burden which their support imposes 
upon a tax-conscious public. A highly competitive world has devel- 
oped highly refined objective instruments by which to evaluate 
efficiency within the sphere of its industrial and business activities. 
It has been but natural that the same relative ability to determine 
the efficiency of the work of the school should be expected by this 
same society. 

When one considers the attention give* at present to the prob- 
lem of the evaluation of the results of teaching, particularly their 
measurement, it is difficult to appreciate the recency of this em- 
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phasis. It is less than sixty years since Dr. Bice presented to die 
Department of Superintendence, then in session in Indianapolis, 
the results of his efforts to evaluate teaching success through a 
refined instrument of measurement At this time the educational 
leaders of the country looked askance at the idea that the product 
of the school could be evaluated through the measurement of pupil 
achievement To the members present at this meeting it seemed 
little short of an absurdity that anyone should seriously suggest the 
possibility of measuring the work of the school, yet at the meeting 
of this same Department of Superintendence in St Louis, in 1912, 
just fifteen years later, a complete reversal of judgment had taken 
place, for at this meeting forty-eight addresses were devoted to 
the problem of evaluating the results of teaching. What these 
speakers, in reality, were saying was that evaluation of teaching 
success in the past had been based largely upon subjective judg- 
ment. Now it was considered possible to use measuring instru- 
ments which would provide objective data with which to measure 
the quantitative achievement of pupils and thus provide a better 
basis for evaluating teaching success. From that time forward a 
major emphasis has been given in educational circles to this sub- 
ject. An extended and constantly growing literature of books and 
magazine articles is now available on almost every phase of edu- 
cational measurement. This has led to the extensive development 
of instruments of measurement and their widespread use. 


2. What Is the Purpose of Evaluating the Results 
of Teaching? 

At this point the teacher should understand the difference be- 
tween evaluation and measurement. Though different in function 
they are closely related in use. Evaluation involves an effort to 
make a considered judgment on the basis of evidence of the relative 
success of our educational endeavors, whatever they may be. In 
this chapter we will be concerned with ways of determining how 
successful we may be in helping youth leam to be good citizens. 

Measurement is concerned with the instruments and processes 
by which achievement in a given area has been made. It give* us 
a “quantitative description of observable phenomena." 1 Stated 

* See Ross, C. C., Measurement in Today’s Schools, chapter XVII, "Evalua- 
tion." New York: Prentice-Hall, Inc., 1947. See also Anderson, V, E., 
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another way, measurement instruments are the "means by which 
quantitative aspects of human behavior are observed with greater 
accuracy.’* * Measurement then becomes a vehicle in any modem 
effort to evaluate instructional success. While measurement does 
not evaluate, it is a most essential aid to any adequate attempt to 
evaluate the success of die school program. 

Measurement of pupil ability 

With the advent of die Terman Revision of die Binet Scale for 
the measurement of intelligence, just on the eve of America’s par* 
tidpation in World War I, the efforts of educators to evaluate 
pupil-capacity, or ability to succeed in the school, suddenly found 
an effective instrument at hand. Immediate prestige was afforded 
the idea and the device, since the idea was applied to the selection 
and placement of army personnel, with modification of the device 
to make it applicable to group usage. Prior to that time the rank 
and file of teachers and parents had assumed that failure to suc- 
ceed in school due to sheer indolence on the part of the pupil 
or to inefficiency in instruction. Now, for the first time, a reason- 
ably dependable measurement might be made of the relative ability 
of the pupil to carry forward successfully the work of the school. 

The measurement of general pupil-ability has enabled the school 
to gauge the possible progress of the pupil under normal condi- 
tions. It has enabled the school, further, to formulate differentiated 
standards to care for varied abilities within the class when sec- 
tioning did not seem feasible or desirable. This is all the more sig- 
nificant since ability-differences are generally found to be both 
quantitative and qualitative in nature. 

In addition to the measurement of general ability, now common, 
it is also possible to measure roughly the degree of special ability 
possessed by different students. Within recent years much research 
has been done on this problem, and many measuring devices have 
been created to evaluate the presence of special abilities, or apti- 
tudes. These measuring devices have been used extensively, both 
for educational and for vocational guidance. Tests have been used 

Grim, P. R. and Gnihn, W. T., Principle* and Practice* of Secondary Education, 
chapter XII, "Evaluating and Reporting Pupil Progress.’’ New York: The 
Ronald Press Company, 1951. 

* Lindquist, E. F. (editor). Educational Uaaeunment, p. 3. Washington, 
D.C.: American Council on Education, 1951. A valuable tr ea tme nt of the 
field of measurement 
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to aid the student in making vocational choices* Again, many prog- 
nosis tests of the students' special ability in mathematics, language, 
music, etc., have been used to encourage or discourage individual 
students in the study of certain curricular subjects. 

Measurement of pupil achievement 

The time-honored purpose for which most efforts at evaluation 
have been put forth is the measurement of achievement. It must 
remain an important purpose though measurement of achievement 
is not now as narrowly interpreted as in the past Until recently, 
evidence of achievement was utilized almost exclusively for the 
assignment of school marks. Today, achievement tests are used as 
well to determine the relative achievement of classes, schools, and 
school systems. This has been made easily possible by extensive use 
of exhaustive achievement tests in schools throughout the country, 
so that die average of achievement for pupils in grades and sub- 
jects for the nation at large might be established. Against these 
grades and standards, often national in extent, superintendents, 
principals, and teachers have been able to compare the local 
achievements of their pupils. 

Modem education now frowns on the extensive use of achieve- 
ment measurement for these purposes. Achievement scores alone 
are not sufficient data with which to evaluate the accomplishment 
of pupils. There are many other factors that need to be considered 
for each pupil. Further, the whole matter of comparison use of 
pupil achie\ement data is corning into question. Such procedures 
cam» the implicit, if not explicit assumption that the curriculum 
is everywhere uniform, which it is not; and that conditions every- 
where are the same, or justify the application of uniformity of 
standards, which is equally untenable. It mav be politic to use 
achievement comparison somewhat broadly l>ctween schools and 
communities of similar educationul-soc io-economie background to 
answer critic's of modem education. It has dubious pedagogical or 
educational justification. 

As the educational process is recognized to be highly complex 
and uneven in development within the individual, and as attention 
is focused more upon behavioral change's which must be individual 
in character, the use of achievement measurement is seen ‘to be 
primarilv a means of providing data for evaluation of the (further 
instructional needs of pupils. 
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Diagnosis of pupil weaknesses 

The use of evaluation-procedures to diagnose pupil weaknesses 
has come to be accepted as one of the most valuable purposes of 
examinations. As the doctor recognizes a correct diagnosis of the 
patient as the first prerequisite to a possible cure, so teachers have 
come to consider a proper diagnosis of the pupil’s learning diffi- 
culties essential to any effective corrective procedure they may 
apply. With die better understanding of the complex nature of 
learning that now obtains, educatidnalists have given greater atten- 
tion to the problem of analysis of learning difficulties. It is pos- 
sible, through properly constructed evaluation devices, to determine 
both class and individual student weaknesses in many particulars. 
When a class fails in a given test, the difficulty, for example, may 
be traceable to the lack of an adequate apperceptive basis for the 
new learning required. Often a new teacher finds, upon thorough 
testing of the class, that the pupils have not sufficient background 
to do the work * *^v»cted of diem. It may be that the entire class, 
or the individuals within the class, are not sufficiently automatic 
in certain forms of responses to do the work with the requisite 
speed expected of advanced students. Where this weakness ap- 
pears, the remedial procedures are easily determined. Again, a 
student may reveal in the test evidences of incorrect habits of study: 
he does not realize that some things should be memorized, whereas 
others should be reasoned out, if understanding is to result rather 
than an accumulation of meaningless word symbols that have been 
committed to memory. This difficulty often occurs where ndcs and 
principles may be memorized, rather than understood. Evidences 
of carelessness or inaccurate attention to details may come to light, 
together with repeated indications that the student has wrongly 
interpreted statements in his reading. Inability of students to eval- 
uate properly, to pick out the relevant from die irrelevant, to ana- 
lyze, synthesize, and abstract the essentials in a problem-situation, 
may come to light through properlv formulated evaluation pro- 
cedures. The weaknesses of the student in the sheer mechanics of 
reading may be detected in part by the alert teacher who studies 
examination papers carefully. To assist the teacher, specially pre- 
pared evaluation devices for this purpose are r ailable. 
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Diagnosis of teaching effectiveness 

Of interest to teachers and school officials alike are the two ap- 
proaches to this problem. The older emphasis has concerned the 
relative merit of die teacher. Ever since teachers have been sub- 
ject to employment, the evaluation of teaching efficiency has been 
an issue of prime concern to employing officials. Good teachers 
should be retained and merit rewarded. Highly inefficient teachers 
should not be permitted to handicap the educational opportunities 
of youth. The past twenty-five years have witnessed a steadily 
rising emphasis upon evaluating devices that would single out the 
efficient from the inefficient teachers. Some factors that enter into 
this problem will be considered in Chapter 21. 

For too long, measurement of teaching success has been used 
for the purpose of promoting, hiring, and firing teachers. From a 
purely pedagogical standpoint, measurement of teaching effective- 
ness finds its greatest value in the possibilities it offers for the im- 
provement of teaching. It is not enough to diagnose student diffi- 
culties. Many so-called student weaknesses are the result of poor 
teaching procedures. The teacher should recognize that an exam- 
ination, properly prepared, may function as a two-edged sword. 
It reveals the weaknesses of die pupils, and lays bare the short- 
comings of the teacher. The examination, if improperly prepared, 
may reveal in its make-up a lack of any true grasp of the subject 
taught, the failure tq separate the relevant from the irrelevant, an 
overemphasis on the trivial, a lack of coherence and progression in 
development, and the predominance of questions which call for a 
good memory rather than those which are thought-provoking. Often 
an analysis of an examination presents a fair picture of the mental 
distortions of the teacher with respect to the subject taught. 

On the other hand a well-prepared, well-balanced examination 
will reveal much of significance concerning teaching effectiveness 
itself. If a reasonably large proportion of the class, including both 
good and poor students, fails on a given question, die teftcher may 
well accept responsibility for the failure and begin to search for die 
source of difficulty within the teaching techniques or procedures 
employed. For example, an analysis of the results of a$ examina- 
tion given by a teacher disclosed a 70 per cent failure * to answer 
one question correctiy. A careful study of the question showed that 
it was well stated and could not possibly have been misinterpreted. 
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Further, a careful study of the emphasis of the course dearly 
demonstrated that the ability to answer the question was essential 
to an understanding of the unit of work completed as a basis of 
this examination. The only possible conclusion that could be 
reached was that the teaching had been inadequate. More than 
that, a mastery of the next unit required as a prerequisite the 
understandings implied in die question missed by such a large 
proportion of the class. There was nothing for the teacher to do 
but attack the problem through another approach. 

In a college class in general psychology, the procedure employed 
by the instructor had been the study of principles, and then the 
marshaling of examples to illustrate the application of the prin- 
ciples. The students had been taught the behavioristic law “that 
for every stimulus there must be an appropriate and adequate re- 
sponse.” In the examination the problem situation was so estab- 
lished that the answer to the question required the converse state- 
ment of the law they had assumedly learned, namely, “that for 
every resporoe there must be an appropriate and adequate 
stimulus.” When a majority of the students failed the question out- 
right, the baffled instructor began a careful search for die difficulty. 
It finally dawned upon him that the difficulty was one of teaching 
technique. A retest of the class revealed almost a one hundred 
per cent ability to state the law as the class had learned it. Without 
question die error lay at the door of the instructor. The use of 
evaluation procedures to disclose instructional weaknesses has 
proved to be one of the most valuable ways by which to improve 
teaching effectiveness. 

The direction of effective study 

This use of the examination to train the student in correct study 
methods has been utilized but little. Educators are just becoming 
aware of die potential value of the examination as a means of 
guiding the student into correct study habits. If the teacher calls 
attention to this function of the examination, die effectiveness of the 
procedure will be gready enhanced. A teacher may well spend some 
time after each major test analyzing the structure of die examina- 
tion and the technique of study which it presupposes if it is to be 
passed successfully. If students know that i>n examination will be 
so constructed as to emphasize a knowledge of important elements 
in die unit studied, that it will call for a careful evaluation synthesis. 
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and the abstraction of significant conclusions from die work of the 
course and appropriate behavioral skills as the teacher understands 
these to be inherent in the unit, then these students will become 
critical of the study methods which they use in attacking this unit. 
Possibly at no point in the learning experience of the student can a 
painstaking effort to master the art of good study technique be so 
effectively motivated as in the eagerness of the student to do well 
in examinations. Psychologically, much could be achieved inciden- 
tally to create a different attitude toward the proverbially despised 
examination, if the student could be led to look upon it as a means 
of developing his power to study effectively. 


3. What Are Older Types of Evaluation Procedures? 

% 

Various forms of evaluation devices have been employed in the 
school, both as a measure of the effectiveness of instruction and as 
a means of improving instruction. Of the most common procedures 
used, at least five deserve special consideration: 

1. The oral quiz 

2. The essay examination 

3. Themes, reports, notebooks 

4. Standardized tests 

5. The new type, or teacher-created objective examination 

The oral quiz 

This has been one of the most commonly used evaluation devices, 
if the oral question in all its evaluation usages is considered. 
Classes are sometimes examined orally instead of by a written 
examination. The time that would have been devoted to a written 
examination has been spent by the teacher in asking questions of 
various members of a class, somewhat after the manner of the old- 
fashioned “spell down” so prevalent in the elementary school of a 
generation ago. In a small class of a half dozen to a dozen students 
this method has much to commend it still. An oral examination 
makes possible a correctional function at the time the false judg- 
ment is made, and before a possible mind-set becomes fixed. When 
a student misses the question and it is passed on to another for 
answer, the psychology of the situation is likely to fix fimlly in the 
mind of the erring student the correct answer. This is much more 
likely to happen under these circumstances than in a written ex- 
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amination, where the embarrassment occasioned by die fact that 
classmates witness the deficiency is not present. It is well known 
that in practice only the better, more conscientious teachers utilize 
the results of written examinations for purposes of remedial instruc- 
tion. This remedial teaching is inherent in the oral quiz situation* 
It cannot be escaped when the question is passed on to others 
until a satisfactory answer is given. If the teacher will permit 
limited questioning, or offer a comment or two when necessary to 
make the answer clear to all, this virtue of the oral quiz becomes 
enhanced. If a correct question-technique is employed, each stu- 
dent will carry through the formulation of a tentative answer for 
each question asked le>t he be called upon for the answer. In this 
way all the class participates in the answer to each question, even 
though one student is singled out for the response. Thus each 
student becomes critical of the answer, and, though not called 
upon, benefits by the possible correction to his own thinking 
through the correction of his fellow students. As a variant in the 
use of evaluation techniques teachers should not overlook the use 
of the oral quiz with small classes. 

This type of evaluation procedure is subject to the limitations 
of any oral procedure. The answers must be evaluated on the spur 
of the moment, with no time for a deliberate estimate of worth. The 
possibility of obtaining a true sample of the student’s understand- 
ing of the unit tested is limited, since each student may have not 
more than three or four opportunities out of the total quiz with 
which to demonstrate his ability. If, by chance, the three or four 
questions asked of him were the most difficult, or included the one 
or two questions the student could not answer, his shov r ing may be 
all out of proportion to the actual knowledge he possesses. Had he 
been asked three or four questions that chanced to fall to the lot 
of any of four or five others in the class, his record might have car- 
ried a perfect score for the quiz. It is obvious that questions re- 
quiring careful reflection and extended intricate response are not 
convenient in examinations of this character. Further, students 
cannot or will not be given adequate time in which to formulate 
reasoned answers. The tendency, therefore, is tor these examina- 
tions to become highly factual in nature. It should be borne in 
mind, however, that against these limit* 4 tons is the fact that stu- 
dents need training in oral response which will be the dominant 
form of out-of-school activity and later adulthood. 
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The place of the oral question in the recitation has been con- 
sidered in Chapter 8, where its legitimate function has been care- 
fully appraised. Its use as an evaluation device, the sense in which 
it is treated in this chapter, seems unjustified. Happily the old use 
of the recitation question as a means of obtaining data for class 
marks is now taboo, and rapidly passing into the deserved limbo 
of discarded teaching arts. 

Essay examinations 

With essay examinations we are all familiar. For many years it 
has been die dominant means used to evaluate student progress and 
teaching efficiency. It is still the principal device used to measure 
die product erf the classroom, although it has had to withstand a 
withering broadside of criticism and condemnation within recent 
years. Through the years 1920 to 1930 extremists tended to deny 
die essay examination much value. Many critics recognized the 
values of expression and organization inherent in true essay forms, 
but they were quick to suggest that these educational values might 
more legitimately be obtained by other devices, employed under 
more favorable conditions than were normally provided under the 
circumstances of tension so characteristic of examination periods. 
The chief limitations of the essay examination are found in the 
subjectivity involved in the evaluation of the student responses; 
die difficulty of utilizing the results of such examinations for com- 
parative purposes — one class with another, or one community 
with another; die possibility for bluffing; the difficulty of diagnosis 
of either pupil or teacher weaknesses; and the likelihood that 
through the use of only a few questions in an examination only a 
fragmentary picture would be gained of the student’s grasp or 
knowledge erf a subject These limitations will be considered in 
more detail later in the chapter as they affect, as well, other non- 
objective evaluation devices.* 

When, toward die middle of the last century, there were farced 
upon the Boston School Committee die practical considerations of 
mass evaluation of teaching in the school as an administrative 
device, the essay examination was hailed as the harbinger of a Inew 
day in educational efficiency. The former committees had foDqwed 

•For i discussion of die essay examination in connection with other types, 
see Marshall. Max S. Two Sides To a Teacher’s Desk, chapter V, Twos* 
Hon.” New York: The Macmillan Company, 1951. 
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a time-honored custom of visiting the school and examining the 
pupils orally cm the content of the curriculum. The rapid expan- 
sion of die schools soon made the practice a burdensome one. In 
consequence of efforts to cope with the situation, the Boston 
School Committee, through its sub-committee, in 1845 began the 
formulation of a series of written examinations to be given to all 
students in the grammar divisions. These questions, formulated and 
printed, were given by members of the committee simultaneously 
and unannounced in the several Boston schools. Horace Mann, 
then Secretary of the Massachusetts State Board of Education, 
wrote enthusiastically of this innovation in educational measure- 
ment in th$ Boston schools. The advantages he enumerated in be- 
half of the written as compared with the oral examination may be 
cited as representative of the legitimate claims that may still be 
offered in their behalf. As will be seen later, many of these claims 
are subject to much qualification in the absolute, though they all 
have relative merit The advantages claimed are summarized, as 
follows: 

1. It (the written examination) is impartial. It gives the same 
questions to all the pupils of a class and, where several schools are 
concerned, to the same grade in each. 

2. It is just to the pupils. An hour written examination gives the 
pupil a chance to answer every question whereas sixty questions asked 
of thirty pupils by the oral method would give but two questions to 
each pupil. 

3. It is more thorough. Sixty questions will provide the examiner 
with a better idea of the knowledge of the student, just as the same 
number of questions will enable the student to present to die examiner 
a better picture of his attainments. 

4. It prevents officious interference of the teacher. Th» pupil has 
an opportunity to answer the questions without frequent interruption 
from the teacher who may seek to give the student aid. 

5. It provides an adequate measure of teaching efficiency. Such an 
examination "determines, beyond appeal, or gainsaying whether the 
pupils have been faithfully and competently taught." 

6. It removes the possibility of favoritism. The same questions are 
given to aB. 

7. It makes the results of the examination available to all. In the 
oral exa minatio n only those present could ju Ve of the merits of the 
test. With written questions and answers kept as a matte of record, 
all who wish may read them. 
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8. It Is possible to determine which are the easy and which die 
hard questions by a study of the questions, and a further study of die 
ones passed or failed by the students. 

Status of the essay examination 

For almost two decades the essay examination has been the 
storm center for much adverse criticism. The most ardent critics 
have been unwilling to concede it much place in evaluation pro* 
cedures of the future. 

In contrast are the conclusions of some who have given consider* 
able attention to both the objective and non-objective type of ex- 
aminations. Weidemann, 4 as a result of extensive study of the new- 
type tests and essay forms, inclines to the conclusion that objective 
types are more useful in the lower grades and very simple essay 
examinations may be used with value there, while the reverse is 
true in the "upper and graduate years of college.” Careful studies 
of improved forms of the essay examination, with ^improved objec- 
tive types, indicate that "the overlapping of mental functions 
measured under actual classroom conditions drops to approximately 
60 per cent ” He further concludes that the forms of the essay ex- 
amination, compared with certain of the new-type tests, definitely 
indicate that each measures functions not measured by the other, 
and he therefore claims a place for the written examination in 
comprehensive examinations at the college level. If evidence can 
be adduced to show that the essay examination is indispensable 
to any complete evaluation program at the college level, it w'ould 
seem logical to infer some values for it in the secondary school, 
since the learning in the upper grades of the high school is not 
greatly dissimilar from the type of learning that takes place during 
the first two vears of the traditional college course, and certainly 
not totally different from that of the “upper and graduate years.” 
Leighton, 5 after several years' study of methods to improve both 

* Weidemann, C. C. “Written Examination Procedures," in the Phi Delta 
Kappan , volume 18, pp. 78-83 (October, 1933). For discussion of development 
of essav examination, see Lindquist, E. F. (editor). Educational Measurement. 
chapter XIII. Washington, D.C : American Council on Education, 1981; Ross, 
C. C. Measurement in Todays Schools, chapter VI. New York: Prentice-Hall, 
Inc., 1947. 

8 Leighton, R. W. Trends in the Development of Comprehensive Stamina- 
tUms. Unpublished report to the Social Science Division of the University of 
Oregon, October, 1933; also by the same author, "Improvement of the Essay 
Type Examination” in Research in Higher Education , Washington, D.C, 
Office of Education, Bulletin No. 12. 1931, pp. 15-20. 
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the new-type and essay examination, agrees that the essay examina- 
tion has a definite place in evaluation procedures at die college 
level, and indicates a definite trend toward the greater use of the 
essay form in comprehensive examinations for colleges. It seems 
safe to conclude, therefore, that in spite of the evident weakness of 
the essay examination it possesses distinct value as an instrument 
of evaluation. Studies thus far made give a firm basis for the belief 
that essay forms can be improved, and that there is every reason to 
expect the development of better techniques for the construction 
of essay examinations paralleling the refinement of new-type tests. 

Suggestions for improvement of the essay examination 

The standards for good test construction do not vary gready 
between the new-type and the essay-examination forms. The same 
care applied to the construction of an essay examination as that 
which is recognized as essential in making a new-type test would 
gready strengthen the quality of the essay examination. The diffi- 
culty has been the readiness of the teacher to write out hurriedly 
a few questions, almost as they flash into mind, without the careful 
study which is given to the new-type form. Attention to sugges- 
tions offered will do much to improve the quality of the written 
examination. 

1. The teacher should study carefully the criteria of a good 
evaluation instrument . The essay examination should be made to 
conform to the basic criteria of good examinations. There seems 
to be no reason why essay examinations should not be as valid as 
any other form of test, if care is exercised to make them so. They 
have some functions distinctly different from objective forms. If a 
careful outline of the unit to be examined is made, it should be as 
easy to select significant data for the essay form with reference to 
the purpose of the examination as for the new-type tests. An out- 
line will aid the teacher to select more intelligently materials and 
procedures based upon the purpose of the examination whether it 
be to test for memory of facts, for reasoning power, for attitudes, 
for understandings, for organization, for expression, or for some 
other abilities. 

Reliability is more difficult to achieve in an essay examination 
because sampling is much more restrict. 1 than with the new-type 
test if the same time limits are maintained. Where fewer ques- 
tions are asked, they must be more carefully formulated and their 
significance must be more rigorously determined. A careful outline 
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of the unit would serve to focus attention upon the relatively sig- 
nificant data for die test Certainly it would show the absurdity of 
a question which the author encountered on a test on Kansas his- 
tory in his high school days. The question was: “How did Kansas 
acquire the nickname, JayhawkerT The test was supposed to 
cover the entire history of Kansas; yet it consisted of only five 
questions and this one so inconsequential that only a footnote 
was given to it in the book which the class had been using as a text 
In spite of their immaturity the members of the high school class 
easily recognized the trivial nature of this question, and naturally 
resented such disproportionate emphasis in an examination of this 
character. 

2. The teacher should study carefully the discussion on the 
topic, "Construction of new-type tests * Some of this discussion 
is applicable only to new-type tests, but most of it has direct ap- 
plication to die improvement of the essay examination as well 
The emphasis upon the curriculum as the basis for examination, 
the selection of items to be tested, the formation of question-forms, 
die anr ngement of questions, etc., are as important in the essay as 
in other typ s of tests. Adaptations are necessary to fit the discus- 
sion to the needs of die mechanics of essay-test construction, but 
the principles arc sound for each of the major forms of test 

3. The teacher should study carefully the discussion on * Types 
of questions, 1 * and " Characteristics of good questions ■" in Chap- 
ter 12. Since the type of questions used in the essay form varies 
considerably from those of die new-type tests, it is desirable for the 
teacher to study the classification of questions peculiarly adapted 
to the essay examination. Weidemann is convinced that the essay- 
examination question or statement is as varied and complex as the 
new-type test forms, if not more so. Significant is his working 
hypothesis that “the difference between objective-test types and 
essay-test types is one of degree, and continues on a scale from 
objectivity to that of subjectivity." • Weidemann’s discussion reveals 
rather clearly the intricate nature of the essay form of question 
or statement He lists 194 specific commands or queries us$d to 
introduce essay questions or statements. The variation in interpre- 
tation possible, as well as die different forms of reaction demanded, 
makes this a problem of most fruitful study. 

4 The teacher should give special attention to definite standards 

• Wridemsnn, C. C., op. «*., pp. 78-83. 
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for the evaluation of student responses. Unlike die scoring of die 
thoroughly objective new-type tests, where a single predetermined 
response can be established as the one and only correct answer, 
and this so arranged that a simple mark may designate the correct- 
ness of that response, the response to an essay-test item is generally 
involved, complex, and exceedingly varied. Many elements must 
be evaluated in determining the degree of correctness of the re- 
sponse. It has been this inherent difficulty in scoring an essay ex- 
amination that has caused its value as a measuring device to be 
seriously questioned. * 

There are a number of ways in which the scoring can be made 
more uniform and objective. Many teachers write out in advance 
an acceptable answer to an essay-test question. If die question 
may be answered in two or three different ways, the teacher pre- 
pares the two or three answers which would be acceptable. A list 
of important ideas that should be found in the answer, with ac- 
ceptable procedures and processes involved, will prove an excellent 
guide to more uniform scoring of tests. Such a plan not only tends 
to narrow the elements of subjectivity in scoring, but may also 
reveal weaknesses in die form of the question and thus enable the 
teacher to restate the question satisfactorily or eliminate it entirely. 
Another device is to draw up specifications to govern die grading 
of questions in general, and specific criteria for particular items in 
the test. General specifications, such as neatness, use of the correct 
principle, accuracy, organization, spelling, punctuation, grammati- 
cal forms, etc., should be settled in advance, and students made 
cognizant of the part each is to play in the scores assigned. 

The correct use, the misuse, or the omission of technical terms 
in subjects in which the ability to use such terms intelligendy is a 
reasonable index of the student’s grasp of the subject, should form 
a part of the criteria of accomplishment. The importance to be 
given to criteria of this sort should be carefully determined, and 
die students taking the examination should be informed of it. \ 
further means of securing uniformity in scoring is to score (me 
question at a time until all papers have been scored on this ques- 
tion, then to turn to the second, and so on through the examina- 
tion. These are but a few of the many ways of improving die 
scoring results of essay examinations. 'Hie value of the essay ex- 
amination depends quite as much upon the care exercised in scor- 
ing the results as in the formulation of die examination. 
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Themes, reports, notebooks 

Themes, reports, notebooks, et cetera , are widely used forms of 
evaluation devices. Witness any educational gathering where prod- 
ucts of the school are displayed in an array of reports and notebook 
forms. They have been accepted as an integral part of our teaching 
procedures. The theme, report, or notebook may become very 
valuable both as an educational tool and as an evaluation device. 
The emphasis should be placed upon the educative function of 
these devices, rather than upon their use as measuring rods of 
pupil growth or achievement Themes and reports should be 
written because the student has something to say. They should be 
critically studied by the teacher, primarily as a means of improving 
the students power of organization and expression. Incidentally, 
some evaluation of the product in terms of the goal of fluent ex- 
pression no doubt should be made. The student should have his 
attention focused, however, not upon this evaluation but rather 
upon those elements in which improvement is possible. It is in 
these forms of activity that the student has an opportunity to re- 
veal his power of expression, analysis, organization, and generaliza- 
tion. The power to observe, evaluate, and express are the major 
educative values that justify the use of these devices. Through 
these instrumentalities the teacher can observe closely the change 
in behavorial skills in expression and organization. 

Standardized tests 

By standardized tests is meant those tests P£ desirabi^ 00 *^ 
in form for which norms have been established. ^ ecu j| ar jy ac j a p^H v 
considered standard when it has l>een given to 
number of individuals to indicate what mav bcLj complex' °^ cr 
pupils of a given age or grade who might he git^ ^ * Such 

tests are usually developed bv those especially d ^ined in the 
making of examinatons and in accordance with the nest piineiples 
recognized as essential to proper test construction. The develop- 
ment of standardized testing in America has been phenomenal. 
The standardized test movement is slightlv moie than fortv years 
old. Certainly its rapid development postdates World War t At 
the height of the movement on the eve of the depression,* it is 
estimated that between fortv and fiftv million copies of standard- 
ized tests were sold in a single vear. 

The standardized test, while generally assumed to applv to edu- 
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rational tests, covers a wide field. The earlier efforts at standard- 
ization were applied to tests of intelligence. At the present time, 
however, many standardized tests have been prepared to measure 
qualities other than intelligence or school achievement. These in- 
clude aptitude tests of various kinds, such as mechanical-aptitude 
tests, musical-aptitude tests, teaching-aptitude tests, and science- 
aptitude tests; prognosis tests in algebra, Latin, modem-language 
and other subjects; basic-interest tests; personality tests; and the 
Civic Attitude Test, among many. 

The standardized test has m^de a unique contribution to the 
problem of the evaluation of the results of teaching. It has made 
available to the teaching profession a variety of examination forms 
of merit other than achievement tests. It has also served to focus 
the attention of teachers and administrators on better techniques of 
test construction. 

It may not be amiss to repeat at this point the word of caution 
about the present attitude toward standardized tests made earlier 
in this chapter Modem educational theory finds little justification 
for the use of standardized achievement tests. Even the use of 
other forms of standardized tests should be preceded by a critical 
study of their limited functions. 

The Non-Standardized Objective Examination 

The Non-Standardized Objective Examination, sometimes called 
the New Type or 1 cacher-Created Objective Type Examination, is 
the outgrowth of the popularity of the standardized test movement. 
The phenomenal development of standardized tests has brought 
into sharp relief the improved techniques employed in the constme- 
tion of these tests, in contrast with the crude manner in which the 
ordinary classroom examinations were made. Furthermore, the 
efforts to develop standardized tests worthv of extensive use have 
focused attention upon the necessity of the refinement of the tech- 
niques of test construction to give them recognized value. In con- 
sequence of this, some of the best technically trained minds in 
education and psvchologv, with large financial subsidies for their 
researches, have devoted their energies to this task. From the 
laboratory of this experimental effort has emerged a IkhIv of ac- 
cepted principles of good test construction, and definite procedures 
in the technique of test building. 

Because of obvious limitations to the extended use of standard- 
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feed tests, there has been a widespread attempt to make available 
to the classroom teacher the principles and refined techniques of 
the expert for use in the improvement of foe ordinary classroom 
examination. Teachers and educational leaders have been quick 
to sense foe significance erf this trend in educational measurements, 
so that today there is available to foe teacher a wealth of literature, 
couched in non-technical language which the non-specialist can 
understand, with specific directions for the application of scientific 
principles in test construction. The best of our teacher training 
schools have, for several years past, offered courses on the newer 
approach to the improvement of foe written examination. It is with 
this effort to improve the classroom examination that foe teacher 
should be most concerned. Particularly, foe teacher should be 
aware of recent educational thinking about this form of examina- 
tion. 

Construction of new-type tests 

Each type of examination varies somewhat in its construction. 
In the limited discussion of the techniques of test construction 
possible here, only the general procedures that apply to all can be 
given. 7 These are given and discussed in the approximate sequence 
they would logically be considered. 

1. Determine the purpose of the test. Obviously this is the first 
step in test construction. All that follows bears a direct relationship 
to this. The validity of foe test will be determined with reference 
to foe purpose for which it is created. In a narrow sense this will 
involve an inquiry into whether the thing desired is an evaluation 
of information acquired, of the powers of reasoning developed, of 
foe diagnosis of particular weaknesses, or of other relevant data 
that might be gleaned from an examination of a class. In a broader 
sense the value of the test must depend upon its appropriateness 
to foe curricular content to which the class has been subjected. 
This the teacher should safeguard through a dear and definite 
formulation of foe purpose of foe test, in conformity with foe cur- 
riculum taught 

7 In each case it is r eco mm ended that die teacher consult seme of the 
specialized textbooks on the test cons t r u ction. Special attention js called to 
Ron, C. C. Measurement in Todatft SchooU, chapters IV-V. New fork: Pren- 
tice-HaO, Inc., 1947; Lindquist, E. F. (editor). Educational Measurement, 
chapters V-X. Washington, D.C.; American Council on Education^ 1951; and 
Travers. Bober; M. W. Horn to Make Achievement Tests. New York: The 
Odyssey Frees, Inc.. 1950. 
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2. Select the items of the curriculum for testing . This is an im- 
portant step. The fundamental worth of the test is determined by 
this and the first step mentioned above. The reliability of the test, 
as well as its validity, is involved in the care with which the items 
that make up the test are selected. Every effort should be made to 
select those items germane to the curriculum as taught, and to the 
purpose of the test. If a diagnostic test of limited or specific nature 
is desired, then the curricular content of the course should be sur- 
veyed carefully for those element? that would serve as the basis 
for such a test. When a survey, test is contemplated, sampling of 
content should be general. 

It may be taken as axiomatic that the greater the care exercised 
in the selection of test items, the greater die worth of the resultant 
test. Numerous devices have been employed to facilitate this step. 
If the unit to be tested is extended, an outline of the unit, in some 
detail, will provide the framework for the test items. If items from 
each section are labeled in some form, then each item from a given 
section may al* 'ays be identified as it passes through the process 
of sifting. Twenty-five to fifty per cent more items should be 
marked for test purposes than one expects to use. If the unit is 
large enough, it is frequently desirable to select enough significant 
items to make two or three test forms covering the unit. 

3. Cast items into test form . The nature of the items or the pur- 
poses of the test often have much to do with the mold into which 
the item is cast. The teacher must determine whether the true-false, 
multiple-choice, completion, simple-recall, sequence, or other type 
best fits the nature of the test or of the items involved. Growth of 
reasoning ability or the recognition of relationships could not be 
tested by the use of simple recall-type objective tests; whereas 
sequence or multiple-choice types would be splendidly adapted to 
the evaluation purpose sought. It is generally recommended that 
items cast into test form be written out on separate uniform slips of 
paper and properly identified for filing and sifting. When a large 
number of items are available, this is of distinct advantage. A 
careful selection of those of most value can then be made for the 
test. Usually each item can be cast into several test forms. One 
interesting device employed by many teachers is to recast a mul- 
tiple-choice test into a true-false type, and *'ice versa. 

After the forms have been decided upon, it is important to scruti- 
nize die statement or question to avoid possible ambiguity. It is 
well to study Chapter 12, on the use of the question in teaching. 
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for pertinent suggestions on this point, since foe language in which 
the statement is couched will have bearing upon its value in foe 
test. 

4. Determine the length of the test. The length of foe test will 
be determined by several factors. First, foe purpose of foe test, in 
many instances, will be a deciding factor. If foe test is of a com- 
prehensive survey nature, it must be long enough to cover foe sig- 
nificant items in foe field in foe section of subject matter upon 
which it is based. This aspect of foe test is particularly important 
if foe reliability of foe test is to be assured. When a limited diag- 
nosis is foe dominant motive, a short test may suffice. Another 
factor of moment, in the determination of foe length of foe test, 
is foe length and complexity of foe unit to be tested. Where a few 
days’ work is to be evaluated, even by an information test, it need 
not be long to cover salient points. Again, in general, experts in 
test construction assume that a direct ratio exists between reliability 
and the length of the test. The longer the test the greater foe reli- 
ability that may be expected to result from the use of the test. The 
obviousness of this principle is at once apparent. Sampling at best 
is subject to many chance errors. When tests are lengthened, the 
element of chance errors in sampling is reduced, and the probable 
reliability of foe test is increased. There are, of course, limitations 
to foe operation of this principle. It is a safe policy, however, for 
foe teacher to exercise unusual care when short tests are used. 

5. Plan arrangement of items in test. Many authorities argue for 
a chance order in thd arrangement of items in the test. They insist 
that foe student should find easy and difficult questions interspersed 
throughout foe examination and that chance order be applied also 
to the sequence of items so that they will not appear in foe natural 
order in which they were studied. If history has been studied ac- 
cording to a chronological sequence of events, then to have the 
examination items so arranged provides a large element of aid to 
foe student forough recall by association. The purpose of foe test 
must be foe ultimate criterion by which the arrangement of items 
is determined. A power or difficulty test must of necessity have foe 
items arranged in ascending order of difficulty. Otherwise, chance 
arrangement may be considered a better plan to follow, irith a few 
of foe easier items definitely placed at the beginning of foe test for 
their favorable psychological effect upon foe student. 

Most authorities discourage foe omnibus test, or the arrangement 
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of different-type test items in chance order. To avoid possible con- 
fusion for the student it is best to segregate all true-false, comple- 
tion, multiple-choice, and other forms used in a single test This 
further facilitates directions for each type of test employed, espe- 
cially where students are not familial with the different forms, or 
where unusually complex types are used. 

Whenever possible, different types should be utilized. Variety is 
as welcome here as in teaching method. Then, too, except where a 
limited purpose is served by the test, a greater range of learning is 
evaluated. Each type of test has its peculiar virtues and emphasizes 
some phase of learning, such as memory, discrimination, reasoning, 
etc., more than does another form. At least over a semester or year 
a wide variety of forms should be employed, though in a single 
examination it may be found desirable to use but one type of item. 

6. Where possible prepare alternate forms. When units of six to 
nine weeks or a semester are made the basis of a general test, it is 
possible and highly desirable to formulate two or more tests of 
approximatclv t ^nal length, difficulty, and reliability. When 200 
to 300 significant items can be found for test purposes, it is easy to 
arrange them, both in order of assumed difficulty and as they cover 
phases of the unit. Odd and even numbered items could be selected 
for alternate test forms. With careful study, over a period of time, 
items could be interchanged and new ones added to supplant poor 
ones until two comparable forms of relatively high reliability were 
developed. 

7. Use care in the preparation of general test form. The care 
exercised in the mechanical makeup of the examination as a whole 
will have much to do with the effectiveness uf the examination and 
the ease of its administration. If the test can be prepared .a mim- 
eographed or hectographed form, the problem is much simplified. 
The paper should have a uniform place for the test title in die 
upper center of the page, and provision for the name of student 
and date of examination most conveniently placed at the upper 
right hand comer of the test paper. Either below or in the left 
upper corner should be a place for the score and grade. Many 
teachers have found an additional space for median score desirable, 
as it enables students to judge their individual performance in rela- 
tion to the class. Then for the answer to the test items either a 
right or left page margin should be provided. The form should be 
so aligned that a scoring key, usuallv a dummy clipped from a test 
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form, can be placed side by side with the test for rapid, convenient 
scoring. In completion tests, the blank spaces should appear before 
the statements as well as in the appropriate places in the sentences. 
The same principle should apply to all test forms. Directions 
should be prepared with the utmost care to make them clear and 
concise. These should be specific for each test form, and should 
appear directly before each type of item used in the examination. 
When dictation is used, the teacher should insist upon uniform- 
sized paper, and a definite scheme for writing responses should be 
suggested to the class to facilitate grading. 

8. Prepare an answer key. The key to the test should be pre- 
pared while the test is under construction, not after the examina- 
tion has been given and the teacher is ready to grade the papers. 
Answers should be determined at the time the test-form for each 
item is made. Often the preparation of answers at the moment of 
selecting the test-form the item is to take will reveal a weakness 
in the statement as formulated. In the free completion test it may 
be necessary in some instances to change an answer here and there 
by adding one or more possible answers, as a study of students’ re- 
sponses is made. The free completion test cannot be made rigidly 
objective unless confined to informational-type data. Synonyms are 
the chief sources of difficulty in the use of the free completion test. 

9. Formulate rules for scoring. Present trends arc definitely away 
from weighted scores for different questions. While all will agree 
that some items in a test are relatively of much greater importance 
than others, experimental evidence seems to warrant the conclusion 
that the increased accuracy gained is not justified by the extra time 
involved in a careful effort to weight each item in a test. The 
accepted practice is to give one point for each correct response. 
For example, a correctly answered true-false statement would count 
one point, as would a completion-test statement with one blank 
to fill. Where two or more blanks occur in a single completion 
statement, a point should be awarded for each blank in which the 
student has written a correct response. 

When the type of test used provides a possibility far guessing, 
the practice has been to penalize the student on the Assumption 
that guessing has taken place. Not all writers favor the use of a 
correction formula, since it is easy to show hypotheticarabsurdities 
as the result of its use. When class grades are based Apon a dis- 
tribution of scores, rather than on the relative sum of scores, for 
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ordinary practical purposes the attempt to use a correction formula 
seems unnecessary. 

4. Whot Are Some Newer Evaluation Procedures? 
Experience versus subject matter appraisal 

There are two sharply divergent approaches to the problem of 
measurement and evaluation. The conventional approach has as- 
sumed that appraisal should be considered largely in terms of the 
extent of knowledge content or subject matter the learner has 
acquired. Measurement devices, therefore, have been constructed 
to determine as accurately as possible the range of information- 
knowledge the pupil possesses. Under this conventional conception 
of learning, periodic measurement of acquired knowledge becomes 
the index of pupil educational progress. 

In contrast is the conception of learning now coming into accept- 
ance; namely, that learning consists of the changes in the behavior 
patterns of the learner, brought about through experience; this con- 
cept requires a radical shift of emphasis in measurement and evalu- 
ation. Attention, in this form of learning, is focused upon the actual 
changes that occur in the individual's behavior as a result of his 
learning experiences. It does not neglect testing of knowledge, for 
despite the misinterpretation of a few, it is recognized that learning 
does not take place in a vacuum. Instead of being an end in itself, 
however, information-knowledge becomes one of the several im- 
portant means of creating situations through which desirable learn- 
ing experiences may be had. The emphasis upjn the development 
of successful behavior patterns that will insure the learner's compe- 
tency to meet successfully the complete range of his living activi- 
ties places an enlarged responsibility upon measurement and evalu- 
ation. Every aspect of the behavior activities of the learner becomes 
a matter of great importance to the educator, and an area for 
appropriate descriminating measurement and appraisal . 8 

Objectives and evaluation 

Earlier in the book attention was called to the change in the 
statement of educational objectives from the older form of potential 

8 At this point the earlier chapters should be reread to recapture the differ- 
ence between "subject-matter” and "experience learning ” as well as the more 
extended discussions of the shift in the approach to objectives. 
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competencies to the newer emphasis upon actual behavorial 
changes. For example, under the knowledge concept of learning a 
satisfactory objective might be stated: “To know the difference 
between the present and past tense of a verb”; following the experi- 
ence concept of learning the objective would be stated in the form 
of a behavorial outcome, thus: “In speaking he uses the present 
and past tenses of verbs correctly.” Evaluation, in experience 
learning, is primarily concerned with the evidence of appropriate 
behavioral change observable under normal living conditions. 
Measurement finds its chief concern with the formulation of tech- 
niques by which the existence of changes in behavior, tire recog- 
nized outcomes of learning, can be shown to exist. 

The objectives of the Educational Policies Commission of the 
National Education Association, given in Chapter 1, illustrate the 
statement of objectives cast in the form of behavior outcomes re- 
quired in experience learning. The objective, “The educated person 
reads the mother tongue efficiently,” is stated in an active be- 
havioral form. It represents an efficient behavior achievement. To 
make it useful, however, for teaching or evaluation purposes, it 
must be made more specific. Reading is complex, and involves 
many forms of behavior activities that are aspects of the total read- 
ing competency, and as it is stated represents an integrated be- 
havior outcome. A few sample behavior skills characteristic of the 
efficient reader might be stated as follows: 

A. He analyzes sentences and paragraphs effectively. 

B. He reads rapidly. 

C. He understands the vocabulary he reads 

D. He adapts his style of reading to the nature and purpose of the 
content read. 

Development of evaluative instruments 

When reading was regarded as the mastery of the simple mechan- 
ics of pronouncing words in their order on the printed page, tests 
of reading ability were simple. It could be done by asking the 
pupil to read, and checking carefully the mechanics of l||is reading. 
The evaluation of the competency of the learner in respect to the 
items listed under efficient reading characteristics, might be done 
exclusively by observing pupil behavior in the process of reading 
and the explanation of what he read; in A, B, and C, pencil-and- 
paper tests might suffice to reveal what he knew about good read- 
ing techniques. Even in D, a well-devised evaluative measurement 
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might provide sufficient data for an intelligent judgment. It might 
show what the learner knew he should do in each situation, but 
would not reveal satisfactorily whether in practice he utilized the 
skills he knew* The acid test must be the extent to which these 
behavioral patterns are present in the reading habits of the pupil. 
Measurement of "experience” learning, therefore, ideally should 
reveal both behavior practice and its possible relation to knowl- 
edge where behavior skills are deficient. 

The task of developing evaluation instruments in experience 
learning is essentially that of setting up or discovering appropriate 
situations, in which the pupil will reveal both the extent to which 
he possesses the desired types of behavior skills and utilizes them 
in normal practice. This is an exceedingly difficult requirement to 
meet. It cannot be met satisfactorily by the older measurement 
devices. As shown above they can provide significant help, but a 
new form of evaluation technique must be employed to reveal both 
the presence of the behavior competency and its habitual use. 9 

Observational evaluation instruments 

Many of the evaluation instruments previously discussed will find 
some use in the evaluation of experience learning. Many newer 
forms of evaluation instruments are being dev< loped which attempt 
to provide a better index of actual achievement of behavioral skill 
and its habitual practical use. 

1. Log or diary . The ship s log or the personal diary may well 
convey the essential idea of this evaluation device. It represents 
the day-by-day notations of significant events in the life of the 
learner. Over a period of time it may reveal significant changes in 
many aspects of pupil behavior. Taken as a whole the record may 
reveal noticeable changes in the behavior of the learner not evident 
over a period of several days or a few weeks. Many teachers and 
pupils in core classes keep a form of cumulative record in which 
the activities and experiences of each day are listed along with 
samples of things done. Teachers and pupils separately, or together, 
may keep such a record. Its value depends upon its completeness. 

2. Anecdotal records . A visitor to a primary classroom chanced 
to inquire of the teacher how she kept evaluative records of the 
learning which took place in her class, par 'ularly in matters of 

9 For a newer approach to this form of measurement, see Smith, E. R. and 
Tyler, R W. Appraising and Recording Student Progress. New York: Harper 
and Brothers, 1942. 
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group-living behavior skills. Unexpectedly, she took from under 
her arm a chart on which was each child's name and the day of the 
week, with plenty of space after each name for comments. She 
showed the visitor the record for the first three days of that week. 
While several children had no notation after their names, most of 
them had one or more comments listed. When a child, weak in a 
given social skill, did something to indicate improvement in 
thoughtfulness or courtesy for another it was briefly noted. Ap- 
parent lapses from behavioral practices were also noted. The 
teacher found it convenient to keep the chart under her arm as she 
worked along with the children, thus finding it easy to jot down 
an occasional comment as such appeared important. At the close 
of the year this anecdotal record would be invaluable in apprais- 
ing pupil behavioral changes. 

Teachers in many secondary schools keep a small record book 
handy to note occasional incidents that mark significant behavior 
development on behalf of pupils. Where the traditional pattern of 
many classes a day is in vogue some teachers have made use of 
anecdotal records of their homeroom pupils particularly, as the 
behavior of these become observable from time to time in corri- 
dors, and student activities apart from the classroom. Modem 
education places great emphasis upon a closer pupil-teacher rela- 
tionship. The methods best designed for the experience type of 
curriculum bring the teacher and the pupil into closer working 
relationship, and thus provide to the alert teacher a wealth of 
opportunity for anecdotal incidents. 10 

3. Interview and conferences . The good teacher provides oppor- 
tunities, mostly informal, for conferences and interviews with his 
pupils. The experience curriculum with its emphasis upon unit 
teaching provides many opportunities for pupil conferences, occa- 
sionally long, but usually short ones, generally informal in charac- 
ter. The newer conception of teaching also stresses the general 
guidance function of the teacher. It is all the more important that 
teachers look upon their relationships with pupils as involving 
myriad personal problems of pupil adjustment. These can best be 
handled through conferences and interviews. 

More often than many traditional subject-matter teachers suspect, 
the source of much school difficulty, apparent disinterest, and fail- 

10 The anecdotal record is treated fully in Jarvie, L. L. and GUingson, M. A. 
Handbook on the Anecdotal Behavior Journal . Chicago: University of Chicago 
Press, 1940. 
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ure is due to personal out-of-school problems. Informal confer- 
ences might do much to locate the nature of the behavior difficul- 
ties and give the teacher a chance to help as well as obesrve the 
development of proper behavior skills and habits. 

4. Pupil self-appraisal. Contrary to the opinion of many, pupils 
can be very helpful to the teacher in evaluating pupil progress and 
behavioral proficiency. Some oppose these devices because pupils 
are said to be too immature to know what their objectives should 
be, or the degree to which they are achieving them. All this in part 
may be granted It is not assumed that pupils can render compe- 
tent judgment in all areas of learning. This would be to make the 
oft-repeated mistake of assuming that one instrument was equally 
effective for every purpose. It would be to put adult heads on 
young shoulders. 

The good teacher who helps youth to set up behavioral goals 
carefully and definitely, with clearly indicated characteristics of 
progressive changes in behavior, can expect real assistance in evalu- 
ating pupil progress. In many areas no one can know better than 
the pupil how well he is achieving consistent behavior progress. 
If together pupil and teacher have carefully set up the behavior 
outcomes of learning, the pupil on many phases of learning can 
report reasonably accurately to the teacher the degree of his suc- 
cess and failure. In fact, this method is becoming one of the ac- 
cepted devices by which to help pupils learn. 

5. Pupil reports . The teacher who has pupils make many and 
varied reports on many subjects, can get a very good estimate of 
the pupils general knowledge, his expanding vocabulary , his grow- 
ing ability to collect facts, organize and express ideas, discriminate 
between good and dubious sources, and other ideas. These reports 
will give a much better basis for evaluating changirg behavioral 
skills than is possible in the usual test devices customarily em- 
ployed. If the teacher encourages the pupils to file many out-of- 
school or non-class written forms, a valuable addition can be made 
to the data at hand for sound evaluating. 

5. How Can Pupil Progress Be Recorded and Reported? 

No discussion of the evaluation of the • 'suits of teaching would 
be complete without a consideration of the real significance of 
measurement scores once they have been obtained. The same crit- 
ical appraisal of test forms that led to the present effort to 
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strengthen die instrument of measurement also cast suspicion on 
the older practices of interpretation of the results of these tests 
translated into grades. In this discussion, the value of some form 
of symbols showing gradation in achievement is not questioned. 

Grading by the percentage plan 

Until recent years school achievement quite generally was graded 
on a scale of 100 points. It was not uncommon to hear die an- 
nouncement at the time of graduation that the Valedictorian had 
won by a margin from close competitors. His nearest competitor 
had something like a grade of 97%, while the victor edged out his 
rival by a flat 98 per cent grade. In consequence, the naive assump- 
tion has prevailed that the Valedictorian in reality was the un- 
doubted intellectual superior of his class. 

One reason for the disfavor into which this system of grading has 
fallen is the theoretical assumption, implicit in the plan, that school 
accomplishment can be measured in minute degrees from com- 
plete absence of accomplishment to perfection. A grade of 95 in 
the first year of high school biology cannot mean that the student 
lacks just 5 per cent of complete knowledge of biology, or even 
of perfect knowledge of the first-year course. The further weak- 
ness of the assumption of an absolute scale is the evidence from 
experience and experimentation that when an arbitrary passing 
mark is set, say at 70 or 75, it consciously affects the grades given 
a class. The teacher' tends to pass about the same number of 
students, whether the passing mark be placed arbitrarily at 60 or 75. 

Another serious objection to the percentage plan is the inability 
of the teacher to measure with such refinement assumed by the 
100 per cent scale. It is a generally accepted fact among students 
of the subject that man’s ability to shade differences in categories 
of judgment is very limited, and normally does not exceed a range 
of over ten divisions — a range of five is most widely approved. 

Grading by the Missouri Plan 

In contrast to the use of an absolute standard such as die per- 
centage scale, nearly all students of measurement have looked with 
favor upon some scheme of relative grading. The use of $ie nor- 
mal probability curve in educational measurement, knowrt as die 
Missouri Plan, appears to provide the most satisfactory basis for 
this idea. Two factors of observation and experience give weight 
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to the proposal to grade upon a normal-curve-of-distribution basis. 
The first is the mathematical law of chance. If several coins are 
tossed several hundred or a thousand times, the frequency with 
which certain combinations appear will tend to describe a curve 
not unlike that made by the outline of a bell. Most of the fre- 
quencies tend to cluster about the center, gradually spreading out 
with decreasing frequencies in equal ratios on either side of die 
center of greatest combination frequency. 

The second factor, the observation of the actual operation of 
this normal probability curvtf in the field of biological variation, 
gives support to the plan. Thus far in the study of biology, where 
definite factors have not entered to influence development abnor- 
mally, the emergence of variation in characteristics has very closely 
approximated the normal probability curve. Teachers are familiar 
with variations in mental ability which follow the rormal proba- 
bility curve in striking fashion. 

Applicatiwns of normal curve to class grades 

If this plan of grading is applied to test scores, it avoids the 
doubtful procedure of attempting to use absolute standards in the 
measurement of achievement. The measurement will be relative 
and the implications less readily misunderstood. There have been 
many suggestions for the application of the normal curve to grades. 
If a fivefold grading system is employed, what percentage of the 
class should receive each of the five grades under the application 
of the normal probability curve? This can be determined through 
the use of the binomial theorem. If the binomial is expanded to the 
fourth power we have an approximate distribution us follows: 
6-24-40-24-6. Restated with letter-grade symbols this gives: A's 
for 6 per cent, B*s for 24 per cent, Cs for 40 per cent, D’s for 24 
per cent, E’s or Fs for 6 per cent. The exact percentage allotted to 
each grade is not a matter of common agreement. Below are a few 
of die many forms of this general-curve theory, applied to grade 
distribution. 


A 

B 

C 

D 

E 

3 

22 

50 

22 

3 

3 

23 

48 

23 

3 

4 

24 

44 

24 

4 

5 

20 

50 

20 

5 

6 

24 

40 

24 

6 

10 

20 

40 

20 

10 
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Most teachers seldom have class enrollments in excess of fifty 
students; therefore, when such a plan is followed it is much better 
to allow for considerable flexibility in die distribution of grade 
ranges. At times no A’s should be recorded; at other times no 
failures should be given. At no time should the teacher forget that 
die Missouri Plan involves at least two important assumptions sel- 
dom present in the classroom situation. The one assumption is that 
the normal probability curve freely operates in the classroom situ- 
ation without the interference of selective factors that would vitiate 
it The other assumption is that the normal probabiliy curve is 
reliably achieved only with infinite numbers. Obviously, in a given 
classroom situation the possibilities of die influence of chance 
factors are extremely great. 

Changing attitudes toward marking systems 

There has been mounting evidence of a growing dissatisfaction 
with school marks as traditionally derived and administered. At 
first criticism was directed at the lack of uniformity in the stand- 
ards used in determining grades or marks, as indicated in the pre- 
ceding pages. Lately more fundamental objections have been raised 
against time-honored marking systems. 

Foremost among these objections leveled at traditional school 
marks is that they are based too narrowly upon informational or 
factual acquisition. Education represents much more than the 
amassing of information, valuable though that may be. The per- 
centage system and later the Missouri Plan assumedly revealed the 
pupil's achievement in understanding and even in attitudes; but in 
reality the marks given represented for the giver as well as for the 
interpreter very narrow academic achievement. 

School marks based upon the Missouri Plan and similar marking 
systems face a serious objection from the modem educator because 
they usually imply a man-to-man comparison; that is, the mark 
represents relative achievement between one student and a group. 
Education is made highly competitive. It tacitly assumes that our 
educational philosophy affirms rigorous selectivity in our school 
population. Too frequently, marks thus achieved do not represent 
tire actual achievement of the student but become an index of rela- 
tional speed between members of the group tested. The practical 
operation of such marking systems has the effect of eliminating the 
less able or less quick reaction students from the educational op- 
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portunities provided in the public sdiools. Possibly a more serious 
by-product of such marking schemes is the terrific nerve strain 
placed upon the students with its comcomitants of undesirable 
attitudes and warped personalities. 

Again, objection is offered that the prevalent A, B, C, D, E, or 
I, II, III, IV, V type of grades in themselves have little meaning. 
They are not definite. What does an A in English mean? Does it 
stand for complete achievement? Does it mean that the recipient 
of this grade has complete knowledge of the subject or only of a 
segment of it? If a segment i& implied, then how extensive is this 
segment and what is its relative importance to the entire subject 
and to the needs of the student who received the A? Or, does the 
mark mean that the recipient possesses more information, or more 
skill, or more understanding, or more appreciation, or more of all of 
these, than any other member of the class with whom *»e has been 
compared? It may mean only that for the particular segment of 
English composition or literature for which the mark is given, this 
student is ab.e to do more than his fellow students on the test 
forms employed in the limited time permitted the class for reac- 
tion. In which case the A stands for a comparison of the reaction 
speed of the individual with the members of the class. Here again 
it tells us little, since we do not know whether this class was above 
average or below the speed levels of other classes. Besides, we do 
not know what if any value to place on speed in this given subject 

Basic to all the objections thus far raised against the traditional 
type of school marks is the radical change taking place in our 
philosophy of education. For the past score years particularly 
there has been a growing emphasis upon a functional inception 
of education in contrast with encyclopedic informational learning. 
Hence whatever the student studies must have sone functional 
significance both for and to him. Henry C. Morrison became the 
dominant exponent of a “mastery” conception of learning, based in 
part upon this educational point of view, in which marks had 
definite connotation but always with reference to the individual 
learner. Functional learning must result in some phase of adapta- 
tion of personality. This could be possible only when "understand- 
ing” or some "ability” or “skill” had been achieved. Such ^mas- 
tery” could not be expressed comparatr”ly nor could it be ex- 
pressed in relative degrees. For Morrison a mark could express 
either the possession of or non-possession of a given phase of learn- 
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ing. Only two symbols were necessary, one to express possession 
or “mastery” and the other to express non-possession. These sym- 
bols could have significance only as applied to a given individual. 

A further development of the functional conception of education 
has been the increasing emphasis upon the social-citizenship sig- 
nificance of education for youth within a democracy. Coupled 
with the general acceptance of the psychological principle that 
learning is change in behavior through experience, there is re- 
quired a new orientation with respect to the nature and function 
of school marks. 

A marking system should reflect an inclusive evaluation plan so 
effectively devised that it will reveal broadly the degree of social- 
citizenship development of the student in general and with respect 
to important aspects of social-civic orientation. Such a marking 
system should give due consideration to acceptable patterns of 
social behavior, individual ability and background of opportunity, 
and the degree of effective orientation that should be expected at 
various maturity levels. School marks of this kind will be indi- 
vidual, not comparative, based upon definite if somewhat broad 
standards. 

Efforts to develop new recording and reporting systems 

The attempt to develop a recording and reporting system in har- 
mony with a modern philosophy of education has revealed both 
ingenuity and variety. Three general types of plans will be men- 
tioned as suggestive ot newer and varied efforts being made to 
bring school evaluation into conformity with modem educational 
thought 

Variants of the first type emphasize the individual nature of this 
system of marking. Marks are still given but with reference only 
to the actual achievement of the student equated in terms of his 
ability to achieve. A sample of this type of marking is shown on 
page 273. 

The second type of marking system attempts to give a general 
estimate of the pupil’s work based upon his total reaction in the 
school in terms of a number of qualities assumed to characterize 
the good citizen ~n a democratic society. Again, the estimate is 
based upon the pupil’s ability and generally accepted personal 
qualities of good citizenship. Each degree of variance from the 
ideal standard is descriptively characterized. A sample of this 
form of report is shown on page 275. 
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Report of 

HENRY JONES 

Grade ® 


Subjects in 

First Sem. 

Second Sem. 

Teacher's Comment 

Course of Study 

Sub. 

Att. 

Sub. 

Att. 

First Semester 

Social Living 

S 

s 

S 

E 

Noticeable improvement in 
attitude — still needs to 

Science 

s 

E 

E 

E 

1 ■ 

E 

S 

E 

E 

watch conduct. L.B.C. 


S 

E 

S 

S 

Very fine attitude. Could 

Home Economics 
Mathematics 





work harder. Needs to 
concentrate. — H.S.P. 

Art 

Drawing 

Crafts 

E 

E 

y- 

E 

E 

Excellent in his music work. 
W holesome attitude. — 

E.B. 

Music 

E 

E 

E 

K 

Not doing his best. Not en- 
thusiastically interested. — 
D.N. 

Language 

French 

S 




General Lang. 

S 

S 

E 


Library 

S 

S 

S 

E 


Band 

mm 

mm 

E 

E 

ence. — 11 S.P. 

Drama 

mm 

ES 

E 

S 

Very fine student. — E.B. 

E — Exceptional 1 * 


_ it. 

At times very thoughtless of 
others in class. Some im- 
provement. — L.B.C. 

S — Satisfactory >“ 

U - Unsatisfactory J P U P*1 8 ° wn 

Attitude toward work shows 
marked improvement. 

Needs to develop better 
stu \y habits. — D.N. 

Accompanying the subject (Sub.) mark is an attitude (Att.) mark. Based on 
the judgment of the teacher. A pupil’s attitude is made up of such characteris- 
tics as application, cooperation, sportsmanship, cheerfulness, reliability, self- 
reliance, etc. 


The third type of marking system, illustrated on page i:76, is in 
the nature of a progress evaluation report. Usually in this type, 
grades or evaluative marks are abandoned. An effort is made to 
indicate descriptively aspects of progress made in all phases of 
personal development within the school. Definite evidences of im- 
provement in academic fields, personal trait development, and 
social maturation or adjustment are noted. To collect these data 
various devices are employed, such as achievement graphs, anec- 
dotal records, logs, case histories, student self-evaluation reports, 
general impressions, and so forth. 11 Some schools have invited the 

11 An interesting and suggestive account of the way data are collected for 
such progress evaluation reports is to be found in a sixty-four page mimeo- 
graphed document produced by the Santa Barbara, California, schools, en- 
titled The Development of Curriculum , Report of Progress . Evaluation Com- 
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paiw pH to die office and then discussed with them die evidences 
of progress of their children. Other schools have tried to report 
these data to parents by letter, often enclosing with the letter a 
copy of a personal progress evaluation paper prepared by the 
pupil. Copies of these data and letters and/or reports of interviews 
are made part of the administrative permanent record file of the 
student. 

Teacher-parent conference 

Teacher-parent conferences have, grown rapidly both in use and 
popularity. This development is the logical outgrowth of the effort 
to create evaluative devices in harmony with “experience’* learn- 
ing. It is difficult to reduce characteristic qualitative-behavioral 
changes to brief A, B, C, D, E types of categories. 

It has been found even more difficult to report briefly but satis- 
factorily to parents on the nature of those behavioral changes in 
the boy or girl, judged to be of good or undesirable citizenship 
qualities. Behavior is usually symptomatic of springs to action that 
lie deep within the individual and his environment. It would not 
be feasible or politic to attempt to include any consideration of 
these factors in written reports to parents. What is more signifi- 
cant, the probabilities are that the teacher does not have all the 
facts at hand necessary to a reasonably complete picture of the be- 
havior of the learner, and what it is that makes him behave as he 
does. 

The new approach to reporting involves a reciprocal one of 
parents and teachers reporting in turn to each other. The mutual 
evaluation by teacher and parent together on the basis of a joint 
sharing of data concerning the child represents the logic of modem 
education. The school, through the teacher, is not in the dubious 
position of passing judgment on the child. It is rather in the posi- 
tion of cooperatively sharing the responsibility with the parents of 
exploring the reactions of the child within his total environment 
This united effort is carried on to discover cause and effect rela- 
tionships in the child’s behavior, and in what way it is possib|e for 
the home and school, hand in hand, to set about creating a better 
learning environment. 

Where schools utilize this form of reporting, the teachers plan a 

mittee, June, 1940. Santa Barbara City Schools, Progress Report No. 2. Santa 
Barbara, California. 
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minimum of two to three 30-60 minute conferences with each 
parental unit. The use of the Core Curriculum or homeroom organ- 
ization ideally provides a total of 40-70 pupils per teacher for such 
conferences. Problem cases require more frequent teacher-parent 
contacts. It is the practice in many schools to free the time of 
teachers from class work for these conference periods. 

QUESTIONS AND PROBLEMS 

1. Why has it become desirable to measure the efficiency of education 

mathematically? * 

2. In what ways are teacher effectiveness and pupil achievement re- 
lated? 

3. Under what circumstances may the essay type of examination be 
used to better advantage than any other? 

4 From the teachers standpoint, what are the particular advantages 
and disadvantages of the standardized test over the teacher-created 
test? 

5. Prepare a short * bjcotive test for any subject and apply the criteria 
of a good evaluation instrument to it. 

6 As a class project study educational magazmes and other sources as 
a basis of collecting samples of newer forms of reporting devices. 

7 Why has there been a growing tendency to discount norms? 

8. Why is diagnosis assuming greater importance in teaching? 

9. Would you base your entire guidance procedure on the results of a 
standardized test? Explain your answer in some detail 

10. What are the advantages of equivalent forms of an examination? 

11. What are the chief reasons for using teacher-created objective tests? 
12 Prepare objective tests for three of any of those types mentioned in 

this chapter, for the materials covered in the chapter. 

13. Why is it advisable to prepare answer keys and scoring instructions 
for standardized tests? 

14. What means could be employed to make the scoring of essay exam- 
inations more uniform? 

15. Discuss the relative merits of the percentage and Missouri plans of 
grading. 

16. How would you solve the problem of grading ability section? Justify 
your answer. 

17. Have a class debate on the proposition. “The older objective achieve- 
ment tests are better instruments to measure pupil efficiency than 
are the new measurement devices discussed in this chapter.” 
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Part 

IV 


TEACHING TECHNIQUES 


OF THE CLASS PERIOD 





How Improve Daily Planning? 


1. Why Plan the Daily Work? 

Definition 

Whether the it .u her employs the unit as the basis of instruc- 
tional planning or follows the pattern of the older daily lesson plan, 
some day-by-day planning is required. The most ardent disciples 
of the unit idea on occasion, for a phase of a unit or some specific 
and limited learning situation, will approximate the technique of 
the daily lesson plan. The lesson plan, in all probability, will con- 
tinue to be an important instructional device. 

Unfortunately many definitions of the term lesson plan focus at- 
tention upon die teacher rather than the pupil as central in the 
daily classroom situation. It emphasizes teacher activity rather 
than pupil activity in a learning situation. The writer proposes the 
following definition to overcome a possible misplacement of em- 
phasis: Lesson Plan is the title given to a statement of the achieve- 
ments to he realized and the specific means by which these are to 
he attained as a result of the activities engaged in day by day 
under the guidance of the teacher. This definition tends to focus 
the teacher’s attention upon: (1) outcomes or results in terms of 
die pupil; (2) definite processes and procedures with a recognition 
of activity as the basis of learning; (3) the pupil in the foreground 
and the teacher in the background as guide and director only of 
die learning activity. 

Value of daily lesson plan 

Daily lesson planning is just as essential as planning the general 
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course. Indeed, die teacher should think of planning for die day's 
lesson as one phase of the larger problem of instructional p lanning 
which requires complete coordination and integration with the 
work of die planning of the course. When the course has been 
carefully planned, many important aspects of lesson planning al- 
ready have been anticipated. The major aspects of objectives, 
content, and sequence will have been broadly determined. Even 
the general procedures for the attack on the units of learning will 
have been forecast, to a greater or lesser degree, for the guidance 
of the teacher in the particular lesson situation. Specific daily lesson 
planning is, therefore, dependent upon good course planning. At 
almost every step in the formation of the lesson plan, it is necessary 
for the teacher to keep clearly in perspective the total learning 
contemplated in the course, if the day’s lesson is to contribute in 
maximum degree toward the achievement of the objectives of the 
course. 


2. What Is Good Lesson Planning? 

Nature of lesson planning 

Lesson planning is essentially an experience in anticipatorv teach- 
ing. It is living through in advance, mentally and emotionally, the 
classroom experience as the teacher visualizes it. The eager faces, 
the questions that will arise, the difficulties the pupils will encoun- 
ter, the way these difficulties are to be met — all these will the 
teacher experience in imagination. This is the first essential of good 
teaching. It is here that the teacher can bring into plav the subtle 
power of a well-developed imagination. The more vivid the better, 
so long as it is fully tinged with realism. To the degree that the 
teacher can imaginatively anticipate the actual classroom situation 
can the lesson plan provide for the needs of the class. This first 
step in learning to teach requires, as a basis for an effective antici- 
patory experience of the actual class hour, four major prerequisites. 

First, tiie teacher should possess a broad understanding |>f the 
subject matter, materials, and activities that will provide the 
nucleus for the classroom experiences. This understanding will 
enable the teacher to anticipate probable difficulties inherent jn the 
materials, and plan for them should they actually arise. 

Second, a teacher needs to have an intimate knowledge of the 
environmental forces that have played upon the life of the class, 
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collectively and individually. These have a vital relation to the ap- 
perceptive approach each pupil makes to a situation and his conse- 
quent reactions. 

Third , a thorough comprehension of the psychology of die men- 
tal processes, with an understanding of the relation of the laws of 
learning to the anticipated classroom stiuation, is imperative. Every 
form of leadership and salesmanship today recognizes the impor- 
tance of knowing the laws that govern learning and human be- 
havior. If this knowledge is important for those who wish to 
capitalize it for personal aggrandizement, it is exceedingly impor- 
tant that the teacher be master of it as a basis for anticipating pupil 
reactions and wisely planning lessons to meet and direct them. 

Fourth , the teacher must know the most approved teaching tech- 
niques to meet the general and the specific needs of a learning 
situation. These must not be known superficially; only a funda- 
mental understanding of them and their psychological validations 
will prove effirier* 

Kinds of lesson planning 

Two kinds of lesson planning are recognized — the memorized, 
and the written. The first visualizes the expected acthities of the 
classroom, and plans for the situations as it is believed they will 
arise. Nothing is committed to visible form, but the problems are 
met, questions are asked or considered as anticipated from the 
class, and the details of the lesson are formulated. The teacher 
trusts his memory to follow the course of his protracted thought 
upon the anticipated experience. The second kind of lesson plan- 
ning requires the same vivid imagerv and vigorous reflection as 
does the first. It does not, however, depend upon memory to be the 
sole repository for lesson plans, but commits these reflections to 
writing in the form of a well-organized plan. 

There are distinct advantages for the memorized lesson plan, 
as it requires a minimum of time to prepare and is not subject to 
misplacement. However, its weaknesses are apparent in the advan- 
tages obviously belonging to the written lesson plan. It is of value 
to review the most important advantages attributed to the written 
form. These are: 

1. Definiteness in thinking . Thinking, the results of which are 
not committed to graphic form, is likely to be hazy and vague. No 
doubt the reader has found, in his own experience, that efforts at 
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careful t hin k in g which he believed clear and lucid were decid- 
edly nebulous when an attempt was made to commit them to 
writing. An eminent scholar once said to his class, “If you want to 
test your understanding of something you believe you comprehend, 
try to convey that understanding to others either in speech or 
writing. Frequently you will find your thinking has been exceed- 
ingly vague.” The experience of many has been that it was neces- 
sary to resort to writing to clarify their thinking. One is enabled, 
when his thoughts have been committed to written forms, to stand 
off, as it were, and coldly appraise them. The spans of memory 
and attention make appraisal of unexpressed thought exceedingly 
difficult. 

2. Orderliness and development in thinking. The span of mem- 
ory is too short, and the span of attention is too brief, to permit 
extended abstract thought to be carried on in rigorous, orderly, and 
developmental fashion such as is required in lesson planning. Too 
many possibilities must be taken into account in the anticipatory 
stage of teaching. Only as planning is committed to written form, 
and opportunity provided for revision and supplementation, can 
the teacher be sure of proper sequence in the lesson plan. 

3. Protection against forgetting. Memory is not infallible. Under 
the stress of the give-and-take of the classroom, it is a rare teacher, 
indeed, who can remember all the important items that were to 
play a part in the class exercise. Even when the written lesson plan 
is briefed in extended form, there are few occasions when faulty 
memory has not tricked the teacher at one point or another. 

4. Freedom in teaching. The mental processes tend to move as 
it were in grooves. This tendency psychology recognizes when it 
uses the phrase “mental pathways" in its approved terminology. 
This tendency has a concomitant danger. When the teacher would 
digress from the beaten path of anticipated classroom procedure, 
there is danger of being unable to retrace his steps to the point of 
digression. This fear tends to make the teacher a slave to his prep- 
aration, unless that preparation is in written form to act as a sign- 
post when unexpected developments in the class make digression 
from die planned way desirable or imperative. With a written 
lesson plan before him the teacher is master of the lesson not 
die lesson plan of him. 

5. Plans for later improvement. Most teachers reteach die courses 
assigned them, from year to year. When that is true it is a costly 
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expenditure of time and energy to build new lesson plans each 
time the course is taught. The wise teacher will not rely upon a 
lesson plan once made, nor will he consign it to the wastebasket 
once its immediate use has passed. Instead, the wise teacher will 
make notations on it of weaknesses and inadequacies discovered, 
and suggestions for improvement and then file the lesson plan for 
future revision as another occasion for its use arises. A successful 
speaker once remarked to the writer that he considered an address 
once created and delivered just at the initial stage of its develop- 
ment. Thereafter, he was in a position to do his best work upon it. 
In this way the teacher should value his written lesson plans. 

Essential elements of a good lesson plan 

Many teachers recognize the need for some form of guide during 
the progress of the lesson. Especially is this true of the new teacher 
who finds the class hour an extremely difficult and complicated per- 
formance. Too often the inexperienced teacher does^not suspect 
that the difficulties ot the class hour are due as much to an inade- 
quate lesson plan as to the absence of one. Many times the writer 
has found student teachers in the training school in trouble be- 
cause of a faulty lesson plan. It is pertinent, therefore, to consider 
the essentials of a good lesson plan. The six elements enumerated 
are those most universally recognized as essential to any complete 
lesson plan. 

1. The plan should evince a clear understanding of the outcomes 
to be achieved . This involves a recognition, both of the immediate 
results of the lesson and of the relation of the immediate to the 
more remote inclusive objectives of the course. If the teacher’s 
objective for the lesson is different from that of the pupil, the lesson 
plan should reveal this. 

2. The plan should definitely relate the lesson to the previous 
work of the course . Many new teachers, particularly, are prone to 
think of each lesson as an isolated experience. The consequences 
are that each days activities of the pupil stand out as independent 
experiences. Those who use the unit plan of teaching avoid this 
difficulty. The pupil's experiences do not provide him proper per- 
spective, nor is he able to take advantage of yesterday s experience 
in the interpretation of new situations confronted today. Unless 
the teacher provides for this conscious recognition of die connection 
between past and present experiences, pupil progress will be im- 
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peded. The teacher should remember that even under the unit 
plan pupils need day-by-day reminders of the interrelations of the 
problem situation they are working with over a period of time. 

8. The plan should provide for the selection and organization of 
subject matter, materials, and activities. Materials of some form 
are necessary for every lesson or unit phase. These may involve 
subject matter as found in textbooks, library references, the experi- 
ence gleaned from others, or apparatus and equipment of various 
sorts. While modern education lays less stress than formerly upon 
factual materials as the sine qua nop of education, yet factual data 
are indispensable as the basis of intelligent learning. Activity, too, 
is increasingly being recognized as an effective medium of educa- 
tion. These materials require very careful consideration by the 
teacher if the most appropriate are to be selected. The way in 
which they are organized for use, too, has much to do with their 
effectiveness. 

4. The plan should indicate the application of appropriate teach - 
ing procedures to the lesson. Within recent years we have learned 
much about the learning process. We know that there are differ- 
ent types of learning. We know, also, that they require different 
techniques for efficient development. While there is much need 
for extensive experimental study of the best techniques to employ 
with a given type of learning, yet enough is known to make broad 
adaptation of methods to learning types an inescapable responsi- 
bility of die teacher. The, lesson plan should reveal discernment in 
analysis of the learning types involved and the application of ap- 
proved teaching techniques to each. 

5. The plan should provide for the proper evaluation of success 
In the realization of the objectives. How successful has the lesson 
been? That is, how well have the outcomes sought been achieved? 
If the objective has been reached but partially, what still remains 
to be done? At what point has there been ineffectiveness in the 
procedures employed, or possibly inappropriateness of materials 
and activities used? These are some of the questions that legit- 
imately demand an answer. All but the last question may be 
answered by appropriate evaluation techniques. The trained crit- 
ical teacher win have some suggestions in answer to the last Ques- 
tion. Intelligent teaching requires such evaluation. The lfcsson 
plan is defective if it does not provide for it. 

6. The plan should project today’s lesson into tomorrow’s situ - 
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ation , When the lesson activities for today are over, the pupil 
should have his attention focused upon the next step, In fact, he 
should be prepared for that step. Unless this has been definitely 
provided for in the lesson plan, it is likely to be poorly planned and 
executed. A lesson plan without an assignment, even though it be 
little more than calling attention to the immediate phase of the 
unit to be attacked on the morrow, is scarcely conceivable of the 
successful teacher. 

Some writers omit numbers 2 and 6 in the preceding list; others 
include even more. Lessons are not all alike, and some require 
additional elements. It is difficult to conceive of any learning 
activity for which these six elements would not be necessary as a 
part of the teacher’s plan for its successful direction. 

At the risk of repetition the writer wishes to stress, in summary 
fashion, certain features that in general should be observed in 
lesson planning and should be embodied in the parts. They are: 

1. Well-formukV^d aim. 

2. Good assignment. 

3. Good summary. 

4. Provision for individual differences. 

5. Inclusion of pivotal questions. 

6. Inclusion of important illustrations. 

7. Review. 

8. Content materials. 

9. Motivation techniques. 

10. Evaluation techniques 

11. Rough allocation of time to each phase of the lesson. 

12. Attention to apperceptive learning — new related to the old. 


3. How Use Lesson Planning? 

Cautions to be observed in making lesson plans 

Important as lesson planning is, there are dangers besetting the 
novice which must be guarded against in the construction of lesson 
plans. These are set forth here as things to be avoided. 

1. Avoid overcomplcteness . A lesson plan that attempts to cover 
every detail of the lesson is apt to prove more confusing than help- 
ful. It is similar to the taking of notes. It may become so extensive 
that the trees cannot be separated from the forest. The main items 
should be present in the plan, together with whatever details may 
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be necessary to insure proper development of the lesson. This diffi- 
culty is likely to overtake the timid, inexperienced teacher who is 
afraid to trust himself before the class. 

2. Avoid too fragmentary a plan . The writer recalls a very vivid 
experience with a student teacher who trusted the barest outline 
of the lesson to aid her before the class. After several visits to the 
classroom of this teacher, where a uniformly poor lesson was wit- 
nessed, the observer thought he detected the source of the diffi- 
culty. When the student came for a conference the daily lesson 
plan was requested. In large Roman numerals the development 
of the lesson was indicated in five major points. Under the first 
were two questions supposed to lead the students' discussion into 
the heart of the problem. The second major division had but one 
minor point under it, and the remaining sections had no suggestive 
notations under them. When the student was given specific direc- 
tions for lesson planning and the adequacy of her plans checked, 
she immediately overcame her difficulties and within two weeks 
was doing highly creditable teaching. The beginner, particularly, 
should work out lesson plans in considerable detail, even though it 
is found best to brief them before use in the class. 

3. A void sameness in plans. One of the principles of motivation 
is the use of variety in classroom technique. Provide an air of ex- 
pectancy on the part of the class through the use of the unexpected. 
The teacher has a rare opportunity to reveal creative genius in 
teaching, and nowhere else is it so productive of fruitful results as 
in lesson planning. 

4. Avoid undue reverence for the printed text. The teacher is 
prone to accept anything that appears in the text as law and gospel. 
The fact that it appears in the textbook is no guarantee that the 
stateuilil is correct, nor that the organization of the material there 
has uncanny merit. The competent teacher will exercise the utmost 
freedom consonant with the administrative limitations placed upon 
him in the choice of textbook material and in the reorganization 
of content for better teaching purposes. 

5. Avoid the tendency to too ambitious a program . The attempt 
to cover too much ground in the lesson plan is a common fault. 
This is likelv to be again the fault of the beginner. Leaminfg is a 
comparatively slow and deliberate process. It is well to remember 
that old, but still pertinent, precept — “Line upon line, ptecept 
upon precept, here a little and there a little* Sometimes “haste 
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m a ke s waste.” It is better to have done well a lesser program 
to cover more ground imperfectly. 

Constructive use of the lesson plan 

The new teacher should keep at least six suggestions in mint! for 
the intelligent use of the lesson plan. 

First, use the lesson plan as a guide, not a crutch. The latter 
may seem necessary fpr the first few days of teaching. In fact, it 
has been the policy of the writer to advise student teachers in the 
training school to lean heavily upon their lesson plans for the first 
few days, if they find this reassuring. The teacher should, however, 
be ready very early to depart from the lesson plan slightly in the 
interest of seizing an opportunity to improve a learning situation. 
Certainly, as confidence and ease come to the teacher in the class- 
room, the lesson plan should more and more be looked upon as a 
guide to stimulate thought and not as something to be slavishly 
followed. Indeed, at times good teaching demands the complete 
shelving of the lesson plan to meet an emergency. Too often the 
experienced supervisor has seen golden opportunities for vitalizing 
a teaching situation missed because the teacher seemed to be irrev- 
ocably committed to what was in the lesson plan only. Even in 
college and university an occasional instructor is found who is 
utterly confused before a class without his manuscript, though he 
may have grown gray in the service. This danger of becoming a 
slave, not a master, of the lesson plan can be side-stepped only by 
constant alertness for opportunities to supplement or modify the 
lesson plan while teaching. We are more or less creatures of habit. 
Developed habits of independence of the lesson plan may be 
formed almost as readily as those of subservience to it. 

The second suggestion is that the plan, once used, should be- 
come the basis for extended development. There is a real danger 
that the indolent teacher will place undue dependence upon a 
lesson plan once carefully prepared. In spite of the fact that most 
teachers reteach one or more courses in successive years, the per- 
sonnel of the classes change, advances are generally recorded in 
content or methodology or both, and even environment shades off 
frbm year to year. A college lecturer once was heard to remark 
before a class in which he had referred to some statistical data 
about life-insurance companies: "At least these were the facts 
twenty years ago when I gathered them, and I doubt not but they 
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represent the situation today.” The class had serious misgivings of 
the applicability of twenty-year-old data to the present Even 
though the use of the plan in outline can be repeated, no plan is 
ever perfect and the teacher, to be at his best must again live 
through the class hour in anticipation shortly before the class con- 
venes. For the teacher using the true unit plan these cautions have 
no relevancy. 

The third suggestion for the use of lesson plans is that one should 
use rather detailed plans at first but as experience is gained a 
briefer form may be employed. „ 

Fourth, in any wide-awake classroom it is impossible to predict 
the line of development the lesson will take. The more freedom 
one attempts to use in teaching, the greater the possibilities of 
divergence from the plan formulated. Since omniscience or clair- 
voyance seems not vouchsafed to man, readiness for the unexpected 
is the part of good planning. The teacher may have flashes of in- 
sight under the stimulus of the classroom situation not present be- 
fore. These may lead far astray from the plotted course. Yet the 
good teacher will risk the adventure; perchance rich treasure may 
be the reward. 

Fifth, it cannot be repeated too often that no two pupils react 
exactly alike. Even the day-by-day reactions to the same apparent 
stimulation may vary widely. None the less, the general patterns 
of behavior reactions in a given situation generally have elements 
of similarity. It then becomes obvious that the full assortment of 
questions and illustrative material needed cannot be prepared in 
advance. Outside of pivotal questions and some illustrative data, 
there must be a readiness to capitalize the opportunity of the 
moment with a repertoire, as it were, of well-selected questions and 
illustrative materials. When these are not applicable, necessity 
should become the mother of invention. The more thorough the 
preparation, however, the less need there will be for improvised 
aids generally imperfect at best 

Sixth, it is a rare teacher, indeed, who can estimate the exact 
time required to complete the task laid out in a daily plan. This 
would be difficult even if every aspect of the classroom situation 
could be calculated. With the uncertain factors that enter in, time 
approximations only can be determined. If, however, these are 
carefully estimated and checked for accuracy through subsequent 
experience, and a record kept of time consumed by each major 
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phase of the lesson or unit, the teacher can become quite proficient 
in estimating the time required for the work to be done. 

Proposed Outline for Doily Lesson Plan 

Date Class School 

Problem or Topic: 

Objectives: 

(Here teacher should distinguish those major objectives to which this lesson is 
expected to contribute. The more limited and immediate goals of the lesson 
should be clearly indicated.) 

Major Outline of Problem or Topic Methods of Attack 

Development: 

How initiate lesson: 

Materials to be used: 

Possible activities: 

How provide for individual differences. 

Key questions and illustrations: 

Culminating Activities or Summary and 
Conclusions: 

How evaluate lesson: 

Assignments or leads for next Jay: 

Approximate time various phases: 

Note: The student should consult the previous chapters which considered the unit 
form of organisation for instruction and the various methods of teaching Lesson plans 
must be adapted t jo the purpose and method employ ed 


QUESTIONS AND PROBLEMS 

1. What do you understand by the term ^sson plan'? 

2. Give at least ten important reasons why a dail) lesson plan improves 
the process of teaching. 

3. Have a class discussion on the question of the differences in daily 
planning involved in the use of various methods of teaching. 
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4 . Have a debate on the "advantages” versus the "disadvantages” of 
daily planning in experience unit teaching. 

5. Have a class discussion on the merits of the memorized and the 
written lesson plan. 

6. Outline and defend each item of the good lesson plan. 

7. Make a daily lesson plan of some topic in which you are interested. 
Then evaluate it according to the textbook discussion of an ideal 
lesson plan. 

8. Have the class take a teaching unit and show how daily planning 
would be involved. Have the class compare daily planning in unit 
teaching with daily lesson planning in more traditional forms of 
teaching. 

9. Have class discussion of the factors the teacher must take into ac- 
count if the lesson plans are to be used most effectively. 

10. In what ways will daily planning be diifeicnt where the lesson con- 
sidered is one with major dependence upon textbook and one of a 
project nature w'ith many activities necessary outside the classroom 
and school building? 

11. Could a case be made for the contention that lesson planning as 
thought of twenty years ago is now outmoded? 

12. As applied to modern educational thinking would it be more ac- 
curate to speak of “daily planning” lather than “lesson planning”? 
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How Can Assignments Be Used ? 


1. What 1$ the Nature of the Assignment? 

The assignment defined 

Recent writers tend to play down the use of the word “assign- 
ment.” Both in the general connotation of the word and in its 
historical educational usage it has had about it a bad flavor of 
authoritarianism. It has implied to most readers the ideal of the 
imposition of a task without necessarily securing first the willing 
consent of the one to whom the assignment has been made. Cer- 
tainly the older connotation associated with the word has little place 
in modem educational theory or practice. Rather, the assignment 
applies to that part of the instructional activity devoted to the 
clear recognition and acceptance by the pupil of the next unit of 
learning to take place and of the processes by which this learning 
may be achieved most effectively. Such a definition recognizes four 
factors as implicit in the concept of the assignment: (1) laying out 
a task to be done; (2) fitting to the task an appropriate procedure 
for accomplishment; (3) teacher direction but pupil acceptance of 
task and procedure; and (4) assumption that the most effective 
learning is the product of pupil activity self-imposed. 

Importance of the assignment 

The central position of the assignment in the technique of 
teaching has remained unquestioned. Betts, 1 in an earlier book on 

i Betts, G. H. The Recitation, p. 107. Boston: Houghton Mifflin Company, 

1011 . 
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The Recitation, asserts that "upon the proper assignment of the 
lesson depends much of the success of the recitation, and also much 
of the pupil's progress in learning how to study.” Another writer 2 
later suggested that “teachers generally do not appreciate the im- 
portance of the assignment, and the work of the pupils probably 
suffers as much from hasty or careless assignment as from any 
other single cause,” A more recent book 8 on secondary school 
methods that has come to the writer's desk continues the unbroken 
emphasis upon the assignment when he says: "The assignment rep- 
resents one of the most important phases of teaching.” The writers 
go on to suggest that the assignment should be recognized “as an 
aspect of teaching instead of just as a preparatory step to teaching.” 

While little objective data can be advanced to support the 
unanimous belief of educational writers in the value of the assign- 
ment, there is some corroborative evidence of its essential signifi- 
cance. Charters and Waples, 4 in a very elaborate investigation, 
studied, by recourse to "competent judges,” the value of each of a 
large number of teacher activities. Thirteen groups, pach including 
twenty-five judges representative of every major division of educa- 
tional leadership in teaching, from the kindergarten-primary teach- 
ers to college instructors, evaluated 1001 teacher activities. These 
evaluations were given in decile rank order. A total of eleven of 
the thirteen groups placed the assignment activities in fourth rank 
or above. The following table of the assignment activities rated, 
and the median ranks given by each of the groups immediately 
concerned with secondary education, will show how important 
"competent judges” assume the assignment phase to be on the 
high school level. 

These ratings reveal how overwhelmingly those most concerned 
with classroom problems agree that the assignment is of major 
importance in the technique of teaching. It is worthy of note that 
only two rankings are below third place, and the lowest comes 
from the group least vitally in touch with the teaching problems 
of the classroom. 

Another study, made by a committee of Chicago school princi- 

2 Drum, W N. A Preview of Teaching , p 237. Boston: Ginn and Company, 
1928 

2 Douglass, Harl R. and Mills, Hubert H. Teaching in High School, p. 149. 
New York: The Ronald Press Company, 1948. 

4 Charters, W. W. and Waples, D. The Commonwealth Teacher-Training 
Study, Part II, ‘The Findings." Chicago: University of Chicago Press, 1929. 



296 Use of Assignments 

Table 1 . Decile Ranks of Activities as Rated for Importance 
by Representatives of Secondary School Groups * 


Activities from Check List 
Aligning Work 
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City Junior High 
School Teachers 
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5. Adapting assignments to the 
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6. Following up assignments 
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Median of ranks given by each 
group to the six activities 
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7 
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2 

3 

2 


♦ Data adapted from Charters and Waplee, pp 667 and 623 The deciles are numbered from 
1 to 10. The figure 1 represents highest decile while 10 indicates the lowest decile 


pals, attempted to discover the presence or absence of certain 
teaching skills among teachers rated "superior” or “just satisfac- 
tory.** Data were secured from 120 Chicago principals, who were 
asked to pick from their schools two teachers, one rated “superior” 
and another considered “just satisfactory.” These principals were 
then asked to indicate the presence or absence of 216 characteristics 
in each of the teachers rated. It was found that 97 per cent of the 
superior teachers possessed skill in making assignments, and 68 
per cent of these were judged unusually skilled in the use of the 
assignment technique. Only 8 per cent of the “just satisfactory” 
group were considered exceptionally skillful in making assign- 
ments, while the principals rated 50 per cent of this group as 
deficient in assignment skill. 

2. Who! Are the Properties of the Assignment? 

Criteria governing effective assignment 5 

It is impossible to state a set of criteria or governing principles 
that would apply to all assignments. The situations vary under 

• In connection with this set of criteria the reader should compare the 
"Characteristics of Good Assignments" given by Burton, pp. 281-233, in Learn- 
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which assignments are made. The essential factors in a particular 
case may suggest the presence or absence of certain accepted ele- 
ments in an assignment if that specific assignment is to be judged 
good or bad. The teacher must bear in mind, therefore, that the 
treatment of the criteria enumerated and discussed assumes gen- 
eral applicability to normal classroom conditions. It is a wise 
teacher, indeed, who has a fundamental grasp of the significance of 
each of the criteria suggested, and can thereby apply them intel- 
ligently in a given classroom situation. 

This is the more necessary sinpe a careful study of the literature 
on assignment reveals a general though not complete agreement 
among educational writers as to what criteria should be accepted 
as governing a good assignment. Two lists of assignment criteria, 
gleaned from two extensive studies on this subject, are given as 
typical. Yoakam 6 reports a study of the criteria of the assignment 
as given by eighteen writers of books on methods of teaching. He 
lists the ten qualities of an assignment mentioned most frequently 
by these writers, as the following: 

1. Definiteness 

2. Clearness 

3. Interest 

4. Stimulation 

5. Inspiration 

6. Exposition 

7. Preparation 

8. Direction 

9. Discrimination 

10. Individualization 

Yoakam further gives a list of seventy-four terms used to char- 
acterize the assignment by forty writers on the subject. Seventeen 
of these describe qualities of the assignment. He thinks the seven- 
teen may be compressed, however, into the ten qualities gleaned 
from the eighteen textbook writers on method. Another slightly 
larger and more detailed list is given by Carr and Waage 7 under 
the caption: “Thirteen Assignment Principles." 

A comparison of these two somewhat typical lists will suggest 

fng and Instruction , Forty-Ninth Yearbook of the N phonal Society for the 
Study of Education. Chicago: University of Chicago Press, 1950 
6 Yoakam, G. A. The Improvement of the Assignment , pp. 89-91. New 
York: The Macmillan Company, 1932. 

* Carr, W. G , and Waage, John. The Lesson Assignment, pp. 71-72. Stan- 
ford* Stanford University Press, 1931. 
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some differences, though a study of the fuller discussion of each by 
the authors reveals these writers to be in approximate agreement. 
When so many radically different methods of teaching are preva- 
lent as in secondary education today, no set of criteria could be 
drawn up which would be applicable at every point to all methods. 
In the light of the functions given for the assignment, the following 
criteria are suggested as essential for most assignments: 

1. The assignment should be clear and definite . Definiteness of 
the assignment is of primary importance. Much of student failure 
to prepare properly the advance lessons may be laid at the door of 
the teacher's indefiniteness in outlining the work to be done. 

The pupil must see clearly some reason for the task assigned him. 
To the same extent that objectives are essential for the teacher in 
giving direction and definiteness to his lesson plans, so objectives 
for the pupil give direction and definiteness to his thought and 
activities. The assignment should enable the student to see a pur- 
pose for his study, and some definite values to be attained or objec- 
tive to be reached as a result of his execution of the assignment. 
In a study * of the reasons why high school students lose interest 
in their work, 12.75 per cent of the 651 college students who served 
as the basis of the investigation reported that it was because of lack 
of clear explanation on the part of the teachers. This percentage, 
coupled with the replies of 28.9 per cent that their lack of interest 
was due to their failure to see the need for the subject studied, sug- 
gests the necessity for a. clearly and concisely defined task. While 
an immediate assignment might be clear-cut and yet the ultimate 
worth of the subject unconvincing to the student, it may be safelv 
assumed that a clearly defined task will tend to focus the student’s 
attention upon an immediate goal that for him becomes a challenge. 

Further, a well-defined assignment reduces to a minimum the 
probabilities that students will fritter away their time and energies 
in meaningless or fruitless activity. Recently, the writer stepped 
into the classroom of a student-teacher, where the preparation for 
the day evidenced general confusion on the part of the class as to 
the meaning of the previous day’s assignment. As a possible clue 
to the cause of the present confusion and obvious dissatisfaction 
on the part of the students, that phase of the class work devoted to 
the assignment for the following day was carefully appraised. 

• Young, Florence M. "Causes for Loss of Interest in High School” in Journal 
of Educational Research , vol. 20, pp. 110-116 (February, 1932) 
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When the next day s assignment was placed on the board the 
observer noted that it was so indefinite and confusing that at least 
two distinctly different types of preparation might be inferred on 
the part of the students. Indeed, it was not until the observer had 
an opportunity to discuss the assignment with the student-teacher 
that he himself understood what preparation was intended in the 
assignment attempted. Such lack of definiteness in the assignment 
technique can lead only to diffused and wasted energy, with con- 
sequent bad study and learning habits, let alone antagonistic 
mental sets developed toward the school. 

Still another consideration of this function of the assignment is 
the general dependence of class progress upon assigned tasks, 
clearly defined and understood. Particularly is this true where pro- 
motion is based upon class achievement, rather than upon the 
progress of the individual pupil. It is an accepted truism in teach- 
ing, where group instruction is the vogue, that class progress must 
be paced by the ability of any considerable minority within the 
class to advance. Upon the degree of clarity with which the assign- 
ment designates definite goals to be attained and carefully delimits 
the outlines of the task depends the ability of the class to perform 
its work intelligently. 

Several factors enter into the formulation of a clear and definite 
assignment. 

First, there must be sufficient detail clearly to delimit the task. 
For example, it lacks much in clarity and definiteness to say to a 
class in English literature: "We shall now begin the study of Evan- 
geline . You will find this poem in your textbook beginning on page 
167. Read to the end of part one. Study the footnotes carefully, 
and be prepared to answer questions tomorrow.” Unfortunately, 
many studies and observations compel the admission that many 
assignments are not even as specific as is this one. To a certain 
point the task is clearly delimited. The student knows where he 
begins reading and where he is to stop. He must read the foot- 
notes. He must answer questions — assumedly about the poem 
and the footnotes. He knows where to find the poem. He does 
not know what to look for in the poem. It is not clear what 
emphasis is to be placed upon the footnotes vs, the poem — 
whether his study should emphasize historical allusions, mere out- 
line of the story, elements of poetic quality, or a dozen other things 
that might become the basis for questioning on the morrow is not 
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indicated. A detailed list of guide questions might well be used tp 
clarify further and to render this assignment more definite. Free 
use of problems, exercises, questions, du*ections, etc., may be used 
to insure definiteness in the assignment. 

Secondly, an assignment might be definite to a fault and yet 
remain misunderstood because the language used was not suited 
to the age and experience of the class. This is a frequent fault of 
the beginning teacher just out of the training school. It is a fault 
of die over-brilliant teacher as well. This can be avoided only by 
the utmost care in the use of sjpple language in the classroom, 
and a frequent check upon the difficulties of students to see that 
these do not originate in unfamiliar teacher vocabulary. 

A third factor in clarifying an assignment is the resort to the 
concrete to explain an abstract principle. We tend to explain ab- 
stract ideas by the use of equally abstract terminology. A copious 
use of concrete illustrations, reference to the experiences of the 
class, and, where possible, the use of physical materials, will enable 
the teacher to remove most of this type of difficulty. 

2. The assignment should be concise but sufficiently detailed to 
enable each student to understand the task assigned. No arbitrary 
rule can be set down governing this point. The elaborateness of 
any assignment depends upon three factors: (1) the extent of the 
unit of work involved; (2) the learning difficulty of the unit; and 
(3) the degree of homogeneity of ability and common background 
of the individuals within the class. What may be thoroughly under- 
stood by one student may not be by another. No two students 
approach any situation with identical preparation for the new 
experiences involved. It is necessary to remember that a simple, 
brief, inclusive statement may suffice for a part of the class. For 
most of the class amplification will be imperative. It is a good 
plan for the teacher to pick out the slower members of the class 
and satisfy himself that the assignment is Understood by them. A 
little experience will enable the teacher to both plan and make the 
assignment in the briefest form consistent with definiteness and an 
assured understanding of what is expected by each member of the 
class. Economy of time, avoidance of confusion by making points 
of emphasis stand out in sharp perspective, and the sustained inter- 
est of the class are factors that demand conciseness and reasonable 
brevity in the assignment. 

3. The assignment should anticipate special difficulties in the ad- 
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vance work, and suggest ways to overcome them. Every new unit 
of learning assumes new elements to be mastered. The presence 
of unfamiliar difficulties offers a stumbling-block to the uninitiated 
student. They likewise offer to the teacher an opportunity and a 
definite responsibility. The assignment is wholly inadequate that 
does not equip the student both with a knowledge of these diffi- 
culties and with some suggestions by which they may be over- 
come. To say: ‘Take ten problems in advance” and then to 
assume no further responsibility even though the problems require 
a new type of attack on distinctjy unfamiliar elements, is to fail 
utterly in an appreciation of the significance of the assignment. 

A supervisor observed a young teacher make an assignment in 
a class in geometry. The successful solution of the pioblems in 
the next day's lesson involved the application of new principles, 
which the teacher overlooked in an otherwise carefully assigned 
lesson. The supervisor recognized the nature of the difficulty, and 
with as little embarrassment to the teacher as possible asked the 
privilege of asking a question or two of the class. Adroitly the 
supervisor led the class to see the implications and use of the new 
principles to problems similar to those just assigned. The alert 
teacher saw her error; the class, unconscious of the real purpose 
of the supervisors questions, was saved from certain failure and 
the teacher from the embarrassment of a poorly prepared class the 
next day. 

4. The assignment should definitely relate the new unit to past 
experiences . The principle of apperceptive learning has been pre- 
viously discussed; it is too well recognized to need further amplifi- 
cation here. Our concern at this point is with the application of 
tin’s principle of learning to the assignment. Two problems are in- 
volved in this issue: namely, the degree to which the advance unit 
of work requires a definite recognition of the elements in the learn- 
ing experience of the previous assignment, and the degree to which 
a new unit may demand recourse to previously unrelated social 
experience. Examples of these two problems mav be found in a 
course in mathematics, as contrasted with one in the social sciences. 
In a course in trigonometrv as usually organized, constant reference 
mast be made to the theorems, axioms, and piinciples learned in 
plane geometry as well as to the principles learned in the previous 
unit of work. It is, therefore, onlv necessarv for the teacher, for 
purposes of connecting the old with the new, to satisfy himself 
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that the students recognize those particular data previously learned 
which apply to the new unit. 

On the other hand a teacher of a course in “modern social prob- 
lems,” now rapidly coming into vogue in our high schools, faces no 
such simple task. The teacher must draw heavily upon the expe- 
riences of the students in their social environment, as well as upon 
a less unified set of learned data from previous classroom study. 
Since high school students represent a widely varied reservoir of 
social experience, this phase of the assignment technique becomes 
increasingly important and difficult for the teacher. At the same 
time the varied background provides a wealth of resource from 
which the alert teacher may draw to clarify and vitalize the ad- 
vance work. 

5. Students should understand the importance of the assignment. 
As Carr and Waage aptly suggest, 9 unless motivation passes be- 
yond the ephemeral to a recognition of the genuine merits of the 
advance work, interest will lag and positive antagonism to the 
assignment may result. On the other hand, human nature is so 
constituted that when the individual is convinced of the worth- 
whileness of the thing to be done, he is not likely to be deterred by 
the drudgery entailed. This is an important fact for the teacher 
to remember. The major reason for the student's lack of enthusi- 
asm for his work is his inability to understand the personal value of 
his school work. 

The teacher is confronted .with two unfortunate premises in the 
situation. The one is that, as courses and school work are often 
constituted, it is exceedingly difficult for the teacher to see a valid 
reason for the study of a given course. Particularly is this the case 
in languages and mathematics, where the original disciplinary 
values especiallv assumed to inhere in them are now seriously ques- 
tioned bv educational psychologists. In such a situation the teacher 
must find new values of genuine worth in the course, revise the 
content and method of teaching the course to insure the presence 
of real values, or frankly acknowledge that while real worth may be 
there it is difficult to reveal it. The other premise is that while 
values are present, they are frequently so remote or intangible that 
the immature mind of the adolescent has difficulty in perceivitig 
them. 

The more evident are the immediate and utilitarian values of 

•Carr, W. G., and Waage, John, op. cU. t pp. 49-50. 
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the work assigned, the more readily the student will attack it with 
avidity. Through the assignment the teacher should attempt to 
challenge the student with the true purpose and worth of the unit 
to be studied. These values, however, may be so remote that the 
teacher must employ an immediate goal that challenges the student, 
while as teacher he recognizes the true purpose of the assignment to 
be quite different. 

6. The assignment should arouse an interest in the advance work. 
Motivation is a definite function of the assignment. To require a 
student to do something without regard to his interest or enthu- 
siasm in the enterprise is generally frowned upon by contemporary 
educators. The reasons for this are, moreover, threefold. 

First, modem psychology has discovered that the student does 
not leam as readily when he has no interest in the thing to be 
learned. The problem is then a question of increased learning 
efficiency through adequate motivation. 

Secondly, the effective development of habits and attitudes is 
directly related to the problem of motivation in learning. If, while 
learning is taking place in a particular situation, it is accompanied 
by a lively interest and enthusiasm, a favorable attitude toward 
that type of activity may be awakened. For example, if the student 
studies the English classics under circumstances that are pleasant 
and engaging, he is likely to develop an abiding interest in this 
literature and through this interest to establish a habit of reading 
for enjoyment books of accepted literary merit. While manv desir- 
able habits and even some desirable attitudes are developed within 
an unpleasant atmosphere of force or threat — negative stimulation 
— they do not flourish readily under these conditions; dependence 
upon the unpleasant as a device for motivation is at best precarious. 

The third reason for this emphasis upon motivation is less fun- 
damental though important. It is natural for the student when inter- 
ested to be on his good behavior. Unpleasant conduct and discipli- 
nary problems are reduced to a minimum when the students reflect 
a pleasurable reaction to the total school situation. Not ouly does 
such a condition relieve die unpleasant nervous strain upon the 
teacher, but the major energies and attention of the teacher can 
then be focused upon the educational needs of the students. The 
students, as well, find distractions within the class fewer and at- 
tention less diverted. Under such favorable surroundings the high- 
est degree of learning efficiency can be attained. 
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Frequently other interest-stimuli which are supplemental to and 
sometimes actually in lieu of a genuine purpose must be used. 
Among some of the most effective devices that may be employed to 
create immediate interest in advance work are: 

(a) Dramatization . This has been a popular device, particularly 
with literature classes in English. Junior high school students re- 
spond to it eagerly, although it has proved quite effective with 
students of the senior high school. 

( b ) Scrapbooks and notebooks . A common use of this means of 
creating interest, for example, is in the study of language. Some 
excellent studies of word derivation from the Latin and French 
languages, as gleaned from the advertisements in newspapers and 
especially from magazines, have been observed. A striking example 
of the effective use of the scrapbook noted by the writer was the 
graphic presentation of the evolution of transportation in pictorial 
form arranged from clippings. These have both educational and 
interest value that may be adapted to assignments of units of con- 
siderable length and often as supplementary devices. 

(c) The problem. This is the most direct and simple means of 
stimulating interest. The problem may be presented by means of 
questions, or by the use of blackboard, maps, or other visual aids. 
A high school teacher was observed, near the close of the class 
hour, to place on his desk a device, later discovered by the students 
to be an electroscope. As part of the assignment for the next day 
he called attention to two' thin strips of gold leaf suspended in the 
jar. Everv time he brought a pointed instrument near the round 
knob on the top of the jar, the thin strips were observed to sep- 
arate and spread until they touched the sides of the jar. When the 
curiosity of the students had been aroused to a high pitch, the 
teacher explained that the phenomena just observed had an impor- 
tant bearing upon a principle of electricity they were about to 
study. For the next day they were to find out all they could about 
this jar, and the reason the suspended stups of gold leaf behaved 
as they did when the pointed instrument was brought close to the 
top of the jar. The eagerness with which the class entered upon 
a study of the advance assignment can be easily imagined, as well 
as the vivid fixing in memory of an important principle in physics 
achieved bv this means of motivation through the use of a problem. 

( d ) Manual work. Students normally respond to assignments 
that call forth genuine creative activity. Adolescents enjoy “do- 
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ing." In recognition of this psychological factor “activity curricu- 
lums,” “activity schools,” and “activity programs” are catch phrases 
now quite familiar in educational literature. It is a wise teacher, 
indeed, who understands the significance of motor activity in learn- 
ing, and utilizes this type of activity intelligently for the motiva- 
tion of school work. Effective use has been made of this form of 
motivation to quicken interest in subjects of which the immediate 
value to the student seemed quite remote. The construction of 
models of Caesar’s bridge, or the making of Roman fasces, to moti- 
vate class assignments in Latin, are examples in point. These 
devices, if properly used, may not only foster interest in the subject 
but provide significant educational values within themselves. 

( e ) Use of suspense . Suspense is a simple, economical device, 
very effective when properly used. It has the advantage of leady 
adaptability to almost any situation. No agency has made greater 
and more effective use of this device than the motion picture in- 
dustry in the segmented previews of “coming pictures.” Small sec- 
tions of a forthcoming attraction that depict scenes of intense 
interest, are thrown on the screen and leave the "movie fan” eager 
to learn the sequence of events. The wide-awake teacher will cap- 
italize freely this same psychological principle to motivate future 
study. Strebel and Morehart 10 give hvo examples, among others, 
of the use of suspense in the assignment which are worthy of wide 
dissemination as illustrative of this form of motivation. 

A teacher of history was observed who used suspense in making an 
assignment on Burgoyne s invasion in the American Revolution. She 
said, "We have reached the most important part of the war for we 
are now at its turning point. Burgoyne had determined to cut New 
York State from the New England and southern colonies.” At this 
point she stimulated a short but well-pointed discussion on the prob- 
able effects of such isolation. She then continued, “St. Leger was to 
proceed to Albany by way of the St. Lawrence River and the Mohawk 
Valley; Burgoyne had the same objective, going by way of Lake 
Champlain, and Howe was to come up to Albany by wnv of the 
Hudson. The colonists* cause was now in great danger for these gen- 
erals were of England’s best. A life and death struggle was at hand. 
This story is one of the most interesting we can find.” By this time the 
children were agog with interest. The teacher then announced that 
the conclusion of this interesting story could be found on a certain 

10 Strebel, R. F., and Morehart, G. C. The Nature and Meaning of Teaching f 
pp. 145-140. New York: McGraw-Hill Book Company, Inc., 1929. 
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page in their textbooks. Indeed no coercion was needed to induce the 
class to “finish the story” for they were ready to do so. 

A teacher of biology showed the class an amoeba which he had 
located under a microscope, and then told them that this was a one* 
celled animal so small that it was indiscernible to the naked eye. He 
asked diem if they thought that this infinitesimal bit of proto* 
plasm could carry on all of the same life processes as does man, 
including feeding, digestion, excretion, respiration, reproduction, and 
the others. Some thought that it could, but the greatest number 
thought not. A short discussion followed which was concluded as soon 
as it became most interesting. He then told the class that they could 
find an alluring account of this very subject in their textbooks, giving 
them the specific page reference. 

7. The assignment should provide for differences in the ability 
and interests of students. Another commonly accepted function of 
the assignment is the recognition of individual differences. Psycho- 
logically, no two individuals react in identical fashion to a given 
stimulus. While general patterns of response can be assumed for 
groups within an average class when a cross section of all students 
is considered, yet even then extremes in individual cases are likely 
to be present All studies in mental measurements agree that among 
people there exist vast differences in intelligence, aptitudes, .and 
temperament Even the interests of students are found to be widely 
divergent By the time the secondary period is reached these in- 
terests oftentimes have become very sharply defined. 

In the discussion of motivation the importance of aroused in- 
terest in the facilitation of learning was strongly emphasized. 
Possibly nothing brings greater dissatisfaction to the student than 
to be assigned tasks far beyond his mental ability to comprehend 
or accomplish. His reaction is that of discouragement, followed by 
dislike. Psychologists have also found that for people to labor at 
tasks far below their ability leads to loss of interest, often to the 
extreme of antipathy and repugnance for their work. Certainly all 
of us work with far more vigor, ease, and pleasure when the things 
we do are in conformity with our natural interests. It is, therefore, 
exceedingly important that the assignment, so far as possible, pro- 
vide for these varied interests, aptitudes, and abilities resident 
within a class of high school students. 

If students do not bring to the class the same level of nfental 
ability it is necessary that the program of work be differentiated to 
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provide less arduous requirements for the less capable; or require 
the same amount of work from all members of the class, but recog- 
nize a difference in die quality of work done in approximation of 
the ability of each; or insist that the same amount and quality of 
work be done but follow the familiar plan of differentiating the 
length of time permitted for each student to complete the assign* 
ment. Broadly speaking, one of these three methods or modifica- 
tions of them should be recognized in every assignment In unit 
teaching the first plan obviously is the one most appropriate to use. 

No less should differentiation in interests present within the 
group be recognized. Wherever *these can be discovered the wise 
teacher will do well to utilize them. An extreme example may serve 
best to illustrate this factor in the assignment. While visiting classes 
of a junior high school, under the direction of the principal, a 
classic illustration of this point was discovered. Upon entering the 
classroom of a teacher of history, the writer noticed, displayed on 
a shelf behind the teacher’s desk, interesting models of the Santa 
Maria and sister ships of Columbus’s westward voyage to the new 
world. They were models of workmanship and almost exact replicas 
in miniature of the originals. It was suggested to the writer that 
a comment to the teacher on these models would draw from her a 
very interesting story. Her story, verified by the principal, centered 
around two boys who were judged incorrigible by practically every 
teacher in the school, and who were on the point of expulsion when 
a happy incident changed entirely the future course of events. By 
accident, in conversation with the boys, the teacher discovered that 
they were keenly interested in “making things.” A check with the 
manual training teacher revealed that in this work the boys excelled 
and were interested. Thereupon the teacher suggested to the his- 
tory class in early American history the value of models of ships 
used by Columbus. She further proposed that if these boys would 
make such models for the class she would gladly release them from 
her history class for a period of time to work at this project in the 
manual training room. They accepted the proposition with alacrity. 
The first thing the boys did was to study specifications for sailing 
vessels of the period of Columbus. Their interest led to a study of 
•ships of various kinds and historical periods. When the boys were 
done with their project the teacher affirmed they knew almost 
everything that was to be known about ships of that period, and 
incidentally the boys had acquired as much, if not more, general 
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historical knowledge than the other members of the class. Most 
valuable of all — they became intensely interested in their school 
work and were rated among the school’s most industrious and de- 
pendable students. 

8. The assignment should be motivated chiefly btj the hope of 
worthwhile achievements , rather than scholastic reward or the fear 
of punishment . Carr and Wuage 11 stress this idea among their 
Thirteen Assignment Principles.” Motivation of school work by 
dangling scholastic rewards before the students as tempting bait is 
at best among the less desirable means of stimulating the interest 
of the student. It also has doubtful value for the arousal of per- 
manent functional interests beyond school days. The student whose 
interests have been challenged by something of fundamental worth 
is the greater beneficiary thereby. The stimulus of scholarship re- 
ward likewise carries with it overconsciousness of competition. In 
our social democracy, at least, and even in our industrial world the 
competitive motive is recognized as possessive of much that is 
positively inimical to the highest welfare of society, even granting 
at once its many values. While wholesome use can and should be 
made of scholastic rewards the assignment conforms to the highest 
educational requirements when it makes its appeal through more 
fundamental interests. Much the same strictures can be marshaled 
against any form of extraneous reward for student effort. 

Theoretically, fear of punishment should have little place in 
motivating learning. Psychologically we respond to the pleasurable, 
and find our learning efforts inhibited by the disagreeable. This 
fact has led some pedagogues to advocate the elimination of the 
fear of punishment entirely in education. This extreme position is 
indefensible. At times, in our complex and artificial civilization, it 
may become necessary to resort to the fear of punishment as our 
last recourse to stimulate essential learning. It should be used 
sparingly, and as a last resort. The comment of Kilpatrick 12 at this 
point deserves careful study. 

There are some things we can easily assign for learning under 
penalty, such as the simpler skills and the memorizing of printed 
matter. Both of the' a mainly rely on simple repetition. These we can 
assign precisely and test easily. Some other things cannot be assigned 

1 * Carr, W. G., and Waage, John, op. cit , p. 72. 

12 Kilpatrick, W. H Foundations of Method , p. 288. New York: The Mac- 
millan Company, 1925. 
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at all under penalty, for example, appreciations and attitudes. . . . 
Imagine a teacher’s saying, “You boys are deficient in your appreci- 
ation of Nicholas Niclcleby. You must stay in this afternoon and raise 
your appreciation to 70 or above.” Or imagine the principal’s saying, 
“If you boys don't like your teacher any better by next Monday, I’ll 
have to punish you till you do.” 

9. The assignment should stimulate thought. Some types of 
learning require the development of motor skills, others demand 
a maximum of memoriter learning, while still others require a 
mastery of complex ideational learning. Assignments for the first 
two involve a maximum of simple practice to assure fixity, or skill, 
or both, with a minimum of thought effort required. In secondary 
education ideational learning should predominate, with rigorous de- 
mands upon the student's ability to think. It should be noted that 
emphasis upon facts is rapidly decreasing, while insistence upon 
one’s ability to do something with facts as the vehicle of thought 
steadily gains favor m modem education. A series of good assign- 
ments, therefore, should reflect this newer emphasis. 

10. The assignment should provide necessary and specific direc- 
tions for the study of the lesson. In the opening statements of this 
chapter, the definition accepted for “the assignment” presupposed 
this phase of teaching as essentially a major aspect of directing 
learning. As will be seen in a later chapter, the assignment is 
thought of by many to be closely identified with the concept of 
supervised study. Practically all recent authorities consider the 
chief function of the assignment to be the giving of specific and 
sufficiently detailed directions to enable the student to attack intel- 
ligently the problem or problems of the advance unit. This criterion, 
then, becomes the principal measuring rod by which to judge the 
worth of an assignment. It is one of the chief sources of weakness 
in the teaching practice of the average teacher. A decade ago little 
was available for the teacher in the way of a treatise on methods 
of study. Within the last few years, volume after volume has ap- 
peared analyzing the peculiar types of learning demanded of vari- 
ous subject fields, and offering suggestions for the most efficient 
acquisition of the learning in question. Whether the assignment 
covers a short or a long unit of work, it should show clearly that 
the teacher has asked and satisfactorily answered three questions: 
First, "What are the new elements of learning in this unit!*’ Second, 
“What types of learning do these elements involve?” Third , "What 
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definite suggestions do the students need to equip diem with 
adequate techniques for an effective attack upon the elements of 
learning present in this unit?” Few assignments can be justified 
that do not give evidence of these questions having been asked 
and intelligently answered. 

11. The assignment should be adjusted to the time and oppor- 

tunity of the class. Most high school students carry four basic 
courses; some cany five. Under these circumstances it is compara- 
tively easy to determine the amount of time students should devote 
to the preparation of lessons. Where the Core Curriculum and unit 
method are in use, of course, the problem of the time to be de- 
voted to the assignment is very different. Each teacher should 
make every possible effort to insure an assignment that will require 
a proportionate share of the total time the student is expected to 
devote to preparation. The assignment that requires more time than 
this of die average student is indefensible. Skill perfected by care- 
ful study, observation, and experience are necessary to determine 
how extensive an assignment should be. One writer has suggested 
that die teacher work out a number of assignments given and check 
the length of time required to fulfill them. A weakness of this plan 
is the achieved skill the teacher brings to the assignment. Thus 
the teacher-student comparison is scarcely comparable. It is much 
better to make an analysis of the nature of the assignment, a rough 
approximation of probable time required, and a check on the actual 
time consumed. The experienced teacher who has observed care- 
fully can approximate the time factor. Still another element in the 
situation that may need to be considered is the availability of 
materials with which to work. The teacher should be sure that 
reference works are handy or laboratory equipment available and 
in usable condition. Often students find but one or two source 
books available for a class of twenty-five or thirty. Under such 
circumstances it is but fair that the assignment take this fact into 
account It is often true that the necessary use of a source is so 
infrequent as to make the purchase of additional duplicate materials 
unjustifiable. * 

12. Materials of the assignment should be varied, and adaptable 
to the needs and interests of the students. The old proverb: “Vari- 
ety is die spice of life,” is especially applicable in the classroom. 
Students become surfeited with the monotony of sameness, ft is an 
alert teacher, ves. a marked one, who has learned the art of diver- 



Use of Assignments 313 

sification of his work. The introduction of new materials, or using 
old materials in different ways, arouses interest An ingenious 
teacher will stamp the assignment on the mind of the student by 
the unaccustomed ways in which the assignments are handled. 
“No three assignments in succession alike” might well be an ideal 
of the younger teacher, until variation becomes something of a 
habit. The teacher who can do this will have his students looking 
forward with interest to “what's next?” 

The most practical demonstration of adapting a course of study 
to the needs of the students came in the report of a high school 
principal of the way in which he vitalized his assignments in a 
course in physics. In an isolated rural community he found that 
the school had not only little physics equipment, but that it was 
also ill adapted to the needs and background of his students. 
Through the co-operation of the members of the class a collection 
was made of all discarded mechanical contrivances from the farms 
that were not too cumbersome for use. The girls brought egg- 
beaters, mechanical can openers, etc., while the boys brought cast- 
off radios, electrical appliances, mechanical tools and one, a cream 
separator. The cream separator proved most valuable for the 
demonstration of many principles of physics. Students in the midst 
of farm chores had repeatedly wondered, for example, why cream 
could be separated from milk in a rapidly revolving container, and 
why a handle slowly turned should result in the excessive speed of 
the cylinder that separated the cream from the milk. No extra 
effort was required to stimulate an interest in mechanical principles 
when the assignment was motivated by the use of such materials. 
The young instructor found the lack of equipment that appeared at 
first to be a liability actually to be a blessing in disguise. 

These criteria, as indicated, are not to be considered as complete. 
Nor should they be considered as applicable to every assignment. 
Only those criteria are included, however, in this list that appear 
to have quite universal applicability. Every teacher might well 
place these beside the prepared assignment and candidly scrutinize 
any failure of the assignment to meet the criteria. 

Evaluation of the assignment 

As suggested in the last paragraph, it is a good policy for the 
teacher to set the criteria given for a good assignment beside the 
actual assignment for critical comparison. A device that proposes 
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I Self-Improvement Outline for Checking Assignments 


Questions 


1. Do your assignments definitely oontribute 

to the development of your pupilsT 

2. Are your Meignmente well suited to the 
age end grade of your classes aa a a hole? 

3. Are your assignments adapted to the 

varying abilities of the pupils? 

4. Are your assignments varied so as to eat- * 
isfy the individual interests of your pupils? 

6. Are your assignments adapted to the 

varying social, vocational, and educa- 
tional needs of your pupils? 

0. Do you make the purpose of your assign- 
ments clear to your pupils? 

7. Do your assignments seem important in 

themselves to your pupils? 

8. Does the learning involved in your assign- 

ments have immediate utility to your 
pupils? 

9. Do your pupils participste in developing 

assignments? 

10. Do your pupils help to state all or parts of 

the assignment? 

11. Do you dearly subordinate grades and 
marks as motives for doing assignments? 

12. Do you allow adequate time for complete 
development of your assignments? ... . 

13. Do you show the relation of each assign- 
ment to the knowledge already acquired? 

14. Do you plan aasignmenta in the light of 
what your pupils already know or can do? 

15. Do you organize the work of tHfe course so 

that assignments are in terms of large 
units? 

16. If you assign work on a large unit basis, do 

you provide frequent brief oral or written 
reminders? 

17. Are your assignments clear and definite to 

you and to the pupils? 

18. Do you show your pupils how to prepare 

assignments? 

19. Do you suggest ways by which pupils may 

tell when they have prepared their assign- 
ments? ! 

20. Do you plan for assignments so that you 
can check up on their accomplishment? j 



to evaluate the assignment should be more complete, though not 
too extensive, and couched in language different from that of the 
criterion itself; however, it should cover the requirement set lip in 
the criterion. The literature on the subject abounds in various 
devices evolved for the purpose. The check list is the form used 
most frequently for purposes of evaluation. A sample of a shorter 
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form, usable by supervisor or teacher, is given by Carr and 
Waage. 1 * This form is based upon the “Thirteen Assignment Prin- 
ciples," and further illustrates the interrelation that should exist 
between criteria and the check list 

A careful study of this check list suggests its particular applica- 
bility to the daily lesson, though it may be applied to a longer unit- 
assignment as well. A number of check lists devised tend to be 
exhaustive. While it is true that the device which makes the more 
detail obtainable for a judgment in general, will give a more com- 
plete picture, it is equally true > that many devices tend to defeat 
themselves by their very elaborateness. That is, the busy teacher or 
supervisor is not likely to employ a cumbersome, time-consuming 
instrument. The maximum of accuracy with the minimum of detail 
is the ideal of the busy teacher. 

3. What Is Technique of the Assignment? 

When to make the assignment 

This is a widely debated issue. There are protagonists for the 
placement of the assignment at the beginning of the class hour. 
Others insist the time to make the assignment should be governed 
solely by the arrival of the psychological moment, whether that 
be at the beginning, at the end of the class hour, or somewhere in 
between . 14 By “psychological moment” they mean the place in the 
development of the lesson that naturally leads to a question as to 
the nature of the advance work. This does not always come at the 
close of the class hour. Indeed, it is conceivable that the question 
might be uppermost in the minds of the students when the class 
first assembles. If the lesson did not require development before 
the next assignment could be made, the “psychological moment* 
would be deemed to have arrived. The trend of recent writers on 
the subject is to suggest flexibility in assignment practice, with a 
sensitiveness to the readiness of the class for the assignment ir- 
respective of the part of the period when this occurs. 

Those who argue for the close of the hour, with the appearance 
of logic suggest that in a developmental lesson the advance work 

18 Carr, W. C., and Waage, John, op. cit., pp. 7&-78. 

M The discerning reader will sense at once that much of this discussion 
centers about the more traditional forms of teaching. It has little relevance 
to die newer unit approach to teaching emphasized in the earlier sections of 
this book. 
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necessarily must wait until the conclusions have been readied, 
inasmuch as they may have direct bearing on the intelligibility of 
the next assignment. They further argue that in such procedures 
as die socialized recitation it is impossible for die average teacher 
to predict with certainty how far the lesson will develop before the 
dose of the hour. Another argument advanced is that psychologi- 
cally last impressions are least subject to confusion. If directions 
are left until the last of the hour the student approaches the new 
work with these final instructions still ringing in his ears. 

It is safe to say no one plan should be followed to the exclusion 
of the others. The lesson situation should be the criterion deter- 
mining when the assignment should be made. The personal equa- 
tion of the teacher should be a factor considered. If the teacher 
has a predilection toward cramping the time of the assignment if 
left to the close of the hour, then in fairness to the class he should 
make the assignment earlier. Logic as well as the psychological 
factors involved would suggest the end of the hour as the usual 
opportune time for the assignment. When a unit covering several 
days to a month or six weeks is the basis of the assignment, then 
the previous discussion is not in point. Obviously, for such units 
the only feasible time for the assignment is at the close of one unit 
of work and the beginning of another, irrespective of the part of 
the class period when this transition comes. 

Time devoted to the assigrfment 

On this point there is no general agreement among authorities. 
Some early writers have suggested one fifth to one third of the 
hour might profitably be spent in the assignment. General observa- 
tion and the results of objective studies have revealed a lamentable 
tendency to skimp the assignment phase. Extensive studies sum- 
marized by Carr and Waage, 1B involving more than 1300 recitations, 
showed that die assignment had been omitted from 5 to 15 per cent 
of these recitations. A study of 343 recitations revealed 1 * the 
average time devoted to the assignment to be slighdy in excels of 
five minutes, or approximately eleven per cent of the recitation 
period. ' 

i* Carr, W. C., and Waage, John, op. dt, pp 30-31. 

Koof, L. V., and Troiel, Oliver L. “A Comparison of Teaching Pro- 
cedures in Short and Long Class Periods' in School Review, vol. 35, pp. 342- 
343 (May, 1027). 
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The length of time given to the assignment must be determined 
by many contributing factors. Obviously an assignment to cover 
the work for one day in advance should be assumed to require a 
much shorter part of the class hour than an assignment given to 
prepare the class for a unit to cover an entire week. Where the 
long unit is used, one to two days might be spent most profitably in 
the assignment phase. The nature of the subject or problem and 
the relative difficulty of the advance work would also have much 
to do with the length of the assignment. It might not be amiss to 
suggest to the average teacher that the criteria laid down for the 
assig nm ent imply this as an important phase of the class hour. 
Therefore, where daily assignments are the rule, it would be wise 
to question the adequacy of an assignment that did not require 10 
to 15 minutes of a 60-minute class period. Adequacy, based on 
criteria, rather than length per se, must be the ultimate determiner 
of the time devoted to the assignment. 

Technique of the assignment 

As the teacher approaches the actual task of making assignments, 
the answer to two major questions will offer fruitful suggestions 
for guidance in this important phase of teaching. The first ques- 
tion is, “What are the sources of difficulty in making effective 
assignments?” The second questions is, “How can an effective 
assignment be made?” 

1. Assignment difficulties. ‘To be forewarned is to be fore- 
armed.” This adage applies with unusual force here. If difficulties 
of the assignment can be anticipated, the pitfalls incident to them 
can be largely avoided. Fortunately some studies have made avail- 
able die collective judgments of experienced teachers on this prob- 
lem. One of the most complete and suggestive of these has been 
reported by Fleming and Woodring. 1T These writers secured from 
230 junior and senior high school teachers a list of important assign- 
ment-difficulties experienced by these teachers. Fleming and 
Woodring have tabulated from these reports a list of seventeen 
such difficulties, which are reproduced here. The alert teacher will 
study these with care. 

it Fleming, Cecile White, and Woodring, Marie N. "Problems in Directing 
Study of High School Pupils” in Teachers College Record, vol. 29, pp. 322-323 
(January, 1928). 
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1. Insufficient thought and preparation in planning the arrangement. 

2. Inability to obtain an acceptance by the pupil of a worthy purpose 
for performance of the task. 

3. Stimulation of preparation of the assignments by appealing to the 
interests of adolescents and by providing for real needs growing 
out of pupil experience. 

4. Prevention of loss of interest due to too long lapse of time between 
the assignment and preparation. 

5. Avoidance of assignments so long that successful accomplishment 
is impossible in the time available for preparation, with consequent 
loss of interest. 

6. Guarding against too many and too varied activities, resulting in 
dividing interests with consequent bad habits of work, and unsat- 
isfactory accomplishments. 

7. Difficulty in presenting work to be done so that it is clearly under- 
stood by the pupils; also, the difficulty of ascertaining whether 
every pupil understands. 

8. Gauging the difficulty of woik so that success is possible for each 
pupil. 

9. Determining essential requirements, and differentiation of assign- 
ments to suit the various levels and types of ability existing in the 
class. 

10. Inclusion of challenges to mental exploration by the pupil, thereby 
stimulating real thinking. 

11. Provision for continuity of work by presenting new problems as a 
continuation of previous experience and anticipation of future 
problems. 

12. Correlating with other subjects and outside activities. 

13. Focusing attention on important elements in the new problem or 
task, and directing the attack in such a way as to increase interest 
rather than lessen it, to stimulate effort, and to overcome seemingly 
insuperable obstacles to accomplishment. 

14. Providing the necessary tools for preparation by training in study 
procedures and techniques, and in selection, organization, and 
use of material, thereby developing effective habits of independent 
work. 

15. Giving to pupils devices for checking the mastery and performance 
of work undertaken. 

16. Evaluating the effectiveness of an assignment by the quality of 
response during the presentation of the assignment, and by the 
adequacy of pupil preparation. 

17. Providing sufficient time for adequate consideration of the assign- 
ment and determining the psychological moment for its presen- 
tation. 
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2. Suggested assignment procedure . While no rule-of-thumb 
plan can be given in answer to the question, “How can an effective 
assignment be made?” a general procedure may be suggested. 
These suggestions are not necessarily given in the sequential order 
the assignment technique would follow, but where sequence is 
implied the natural order has been followed. 

1. Analyze the nature of the learning process required in the advance 

unit. This is without exception the first step in a good assignment 
procedure. Much of what follows in any good assignment depends 
upon this analysis. • 

2. Study the vaiious types of assignments available and select the 
one, or modified form of it, that appears to fit best the learning 
situation. Some assignment types are admirably adapted to one 
form of learning or teaching but not to others. 

3. Provide the essential background for the advance work where un- 
certainty exists that such background obtains. At this point too 
many tearWs are likely to assume the adequacy of this back- 
ground when in fact it may not exist. Scarcely can one emphasize 
too strongly the apperceptive preparation for the new. 

4. Whether this is the next step in the assignment procedure or not, 
it is obvious that very early in the assignment phase the teacher 
must throw out a challenge to the studen* that will enlist his in- 
terest and maximum effort in the new unit. 

5. Outline in sufficient detail the advance unit to be studied. 

6. Suggest some plan of attack upon the new unit. It is well to re- 
member one caution — do not do for the student that which he 
may be led to do for himself. This suggests the desirability of lead- 
ing the class in a cooperative discovery of desirable leads for the 
general attack upon the new. 

7. Where reference to source material other than the textbooks is neces- 
sary, this should be made specific. The most satisfactory plan in 
the large unit assignment is to provide the select list of available 
sources in mimeographed or hectographed form with chapter or 
inclusive page references given. Some points of interest concerning 
the author, the authoritative or popular nature of the reference 
may give the student valuable hints on the proper evaluation of 
the sources used. The writer once listened to a teacher of history 
as she gave just such a personality touch to each reference in a 
mimeographed list in a long unit assignnv nt. He was so impressed 
that he determined then and there to read two of the sources de- 
scribed by the teacher and felt a genuine regret that time forbade 
browsing among two or three other references in which the teacher 
had aroused a keen interest in a seemingly incidental fashion. 
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8. It Is desirable in the kmg unit assignment especially to indicate the 
approximate length of time that may properly be devoted to various 
phases of the assignment, for example, in an assignment following 
the Morrisonian unit and cycle plan, the teacher incidentally re- 
marked that of the ten days given to the study of the unit the 
students might well spend four days in the collection and evalua- 
tion of data from the mimeographed list of sources just given them. 
Possibly three days should be set aside for organization. The teacher 
thought they might find it profitable to spend a day or a day and 
a half discussing the results of their study followed by a short 
mastery test. 

9. The final step in any assignment procedure is the check upon the 
students' grasp of the work ahead. Many devices are available for 
this. Pivotal questions about the assignment may detect any lack 
of a fundamental grasp of the advance work. Or a pupil appar- 
ently uncertain of the significance of the assignment may be asked 
to summarize the main points of the assignment for the class. Many 
teachers safeguard against misunderstanding or forgetfulness by 
requiring a supplemental notebook in which the student notes ex- 
planations and amplifications of any mimeographed outlines or 
written directions passed out to the class. 

10. A suggested technique for the assignment procedure that deserves 
much more extensive use than it now receives is the use of the 
blackboard. Re-enforcement of the ear through the eye is sound 
psychology. Its application to an assignment procedure is equally 
sound pedagogy. 

Type of assignment 

A survey of the literature of assignment fails to reveal any two 
identical classifications of types. Furthermore, except in the most 
recent efforts in this direction, no common point of departure has 
been recognized for such a classification. 18 A practical classification 
on a single principle, and suggestive of more recent efforts to reveal 
a wealth of possibilities to teachers, is formulated below. It will 
be observed that some types overlap. So many variations are 
possible to the ingenious teacher that the classification is suggestive 
and not offered as complete. 

1. Page or paragraph assignment Often thought of as the textbook 
assignment. Unfortunately, this method is still widely used as recent 
studies have revealed. 

For examples of a form of unit assignment see Billett, Roy O., Funda- 
mentals of Secondary-School Teaching , chapters XVII-XVIIL Boston: 
Houghton Mifflin Company, 1940. 
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2. Chapter assignment Another form of the textbook assignment 
though vastly different from the page or paragraph form. Chap- 
ters usually are of a unitary nature and involve some elements of 
completeness within themselves. 

3. Topical assignment . This type may or may not center about a 
single chapter in a textbook. It has a wealth of possibilities in the 
social sciences particularly. 

4. Problem assignment Where an arbitrary distinction is set up be- 
tween a problem and a project as is done in later chapters of this 
book, the type becomes a very valuable form of assignment. 

5. Project assignment . Adapted especially to the workshop, natural 
sciences, and in some measure to the social sciences. Its special 
appeal is through the natural motor activity required. 

6. Exercises . Most frequently used in mathematics. It represents 
the old traditional approach to teaching although if used in com- 
bination with other types, this form can be used very effectively. 

7. Individual or group report assignment Used extensively as a device 
to supplement other types and to provide for individual differences 
in interests «nd capacities within the class, very effective. 

8. Unit assignment . It may apply to any extensive segment of class- 
room activity that presents factors of cohesion and a relatively 
complete ideational element around which the unit may resolve 
itself as a core. A rather pretentious problem may serve as this 
unitary core. 

9. Experimental assignment . This is a form of the problem and project 
types characteristic of the science laboratory. Too often in practice 
it does not represent either an experiment of a problem in the 
true sense. It can be made a vital instrument of educational training 
if properly used. 

10. Practice assignment. This type represents an assignment of repe- 
titions of activities designed to produce mental or motor skills. 
Mastery of the simple combinations in arithmetic, memorization of 
a poem, or practice in speed on the typewriter are example of this 
type of assignment. 

QUESTIONS AND PROBLEMS 

1 Define the modem concept of the assignment and discuss the dif- 
ference between it and the older view. 

2. How can the assignment be made to help develop in the student 
effective habits of study? 

3. What evidence do we have to support the assumption of the impor- 
tance of the assignment? 

4. In what ways does motivation enter as an important aspect of the 
daily assignment? 
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5. Evaluate the importance of each of the ten qualities of an assign- 
ment given in the text. 

6. Criticize an assignment you have observed being made to a class 
in high school in the light of the recognized qualities of a good 
assignment. 

7. What are the major things that the student should know with ref- 
erence to the advance work at the close of the assignment? 

8. By means of the check list given in this chapter for evaluating an 
assignment test the assignment phase of the lesson plan as con- 
structed under item No. 7 of Questions and Problems for the pre- 
vious chapter. 

9. At what place in the class period should the assignment be made? 
Discuss this problem in detail. 

10. Indicate some of the most common causes of assignment difficulties 
and the best means of avoiding or overcoming them. 

11. For the assignment used in item 8 draw up an assignment procedure 
and check it with the one in the book to see if it contains the essen- 
tial elements. How could you justify any change in order of the 
procedure steps as given in this chapter? 

12. Which of the different types of assignments enumerated do you 
regard as most in harmony with our modem conception of educa- 
tion? Under what circumstances would each be most applicable? 

13. What are the important advantages and disadvantages of the longer 
units in assignments? 

14. An instructor, who carries a very heavy teaching load in high school 
biology for sophomores, has the unit system of making assignments. 
Each asisgnment is to be worked out in supervised study from given 
references and the text. These units consist of four or five blocks 
requiring four days — on the average — of the students' time. Many 
students are rushed and therefore work out many of the individual 
mimeographed blocks at home, without proper study guidance and 
reference material. Tell what particular problems will undoubtedly 
arise and discuss some specific remedies in each case. 

15. Prepare an assignment for a modem type of unit such as the “teaching 
unit" outlined from the Long Beach Schools and quoted in Chapter 
HI. 
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How Use Questions in Teaching ? 


1. What Is the Nature and Function of the Question? 
Importance of the question 

Few teachers have appreciated fully the true significance ot the 
question. It is fundamental to any adequate conception of learn- 
ing. The question, silently or vocally expressed, is among the first 
stimuli to the mental life of the child, and it remains throughout 
life the major mainspring to mental activity. Into a “blooming, 
buzzing world of confusion” the child is bom, declared William 
James, and as the child grows older his world becomes steadily 
more perplexing. Wonder, surprise, curiosity, and doubt are of the 
essence of the question. These are the principal mental incentives 
to learning. The modem emphasis in the teaching approach is on 
the twofold process of stimulation and direction of the learning 
activity. The question is one of the best stimuli and it is readily 
available to the teacher. Its importance has been recognized by 
the great teachers of method for a generation past. Colvin , 1 one 
of the most eminent of these earlier ones, gave recognition to this 
fact in these words: 

The efficiency of instruction is measured in a large degree by the 
nature of the questions that are asked and the care with wh^ch they 
are framed. No teacher of elementary or secondary subjects ean suc- 
ceed in his instruction who has not a fair mastery of th^ art of 
questioning. 

1 Colvin, S. S. An Introduction to High School Teaching, p. 310. New York: 
The Macmillan Company, 1917. 
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A recent writer on secondary methods 2 continues in somewhat 
the same vein: "The question remains one of the major educative 
forces of early childhood,” and the questions asked by later adoles- 
cents, “seem few and superficial” in comparison. A complete under- 
standing of its nature and possibilities, as well as skill in using it 
effectively, therefore, becomes one of the most valuable articles of 
equipment with which the teacher can assume the responsibilities 
of the classroom. 

Difficulties inherent in question technique 

While much of the discussion m this chapter is appropriate to 
both the written and the oral question the writer has had in mind 
particularly the give-and-take of the classroom situation. The ques- 
tion technique was difficult enough in a day when mos^ teachers 
regarded the purpose of classroom recitations as that of pupil 
regurgitation of previously assigned and memorized facts from a 
textbook. The technique is infinitely more complex now that pri- 
mary emphasis is no longer upon facts memorized, but upon the 
ability of the student to analyze, critically evaluate, and generalize 
in constructive fashion from the text or the data collected in con- 
nection with a class problem-situation. Perhaps twenty or thirty 
students are engaged in the process of doing something about the 
material at hand. Such a group will not be content merely to 
answer questions propounded by the teacher. They, too, have ques- 
tions to ask. The teacher must not only be prepared to follow up 
effectively the answer to a question she has asked, thinking several 
steps ahead of the class; she must also be able to analyze quickly 
an unexpected response, see its implications, and with lightning- 
flash rapidity formulate a question procedure calculated to meet 
this unexpected situation and tie it back into the original train of 
thought. At the same time a watchful eye must detect any signs 
of mental confusion on the part of less forward members of the 
class, determine how best to meet such a difficulty, note problems 
of inattention, select for consideration from a barrage of questions 
propounded by members of the class those germane to the lesson, 
and constantly adapt the procedure to individual differences. These 
are but a few of die many factors that entc > a normal learning- 
situation in a modem class period. Simultaneouslv, of course, the 

» Rivlin, Harry B. Teaching Adolescents in Secondary Schools, pp. 190, 193. 
Nc v York: A ppleton -Century-Crofts , Inc., 1948. 
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teacher must keep the class moving steadily and progressively in 
the direction of its ultimate goal and, if possible, toward the realiza- 
tion of its immediate objective. There are occasions when the alert 
teacher will realize that the class must, for the time being, move 
obliquely toward the goal, if the larger values of education are to 
be realized. 

Teacher prerequisites to successful class questioning 

To meet the difficulties inherent in the use of the question under 
classroom conditions requires some personal equipment on the part 
of the teacher beyond a technical knowledge of the approved 
mechanics of questioning. Four skills need be enumerated which 
the earnest teacher should regard as basic to all good question 
technique. 

The first, "clear and rapid thinking,” may be regarded as the first 
ability of the successful teacher. Clarity involves mastery of subject 
matter and the power and habit of logical thinking. Unless the 
teacher is master of the content of the field under consideration, 
there is little likelihood that the inferences and implications of the 
questions asked will be understood. Commenting on this point, a 
writer suggests that, "When we say that a teacher’s questions are 
poor, we actually mean that her knowledge and thinking are 
weak ." 3 In addition to this intimate acquaintance with the content 
of the field the good teacher should also have a power of analysis, 
and the ability to make comparisons and generalizations. Only long 
arduous schooling in rigorous habits of thought will develop this 
power. Unless the teacher achieves this power his effectiveness in 
class questioning will be seriously handicapped. If, in addition to 
an inability to think logically, there is natural slowness in mental 
reaction, successful questioning under the most trying of classroom 
conditions is unlikely. 

The second, "a keen sense of relative values," is essential if the 
teacher is to handle questions and responses of the class to the best 
advantage. It is not only important to determine the vglue of a 
given question or response to the development of the immediate 
problem under consideration. Some questions may well b# ignored 
or passed by lightly. Others offer genuine leads for the progression 
of the class discussion. Furthermore, die timeliness of a question 

• Butler, Frank A. The Improvement of Teaching in Secondary Schools, 
p. 211. Chicago: University of Chicago Press, 1046. 
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(or the larger and possibly more remote, purposes of education may 
bring a coveted opportunity — indeed, may even demand the class 
venture afield for treasure trove quite apart from the lesson in 
hand. Again, the question or response of the student may reveal 
quite unexpectedly serious deficiencies that must be corrected be- 
fore the immediate learning phase can advance. This ability to 
sense the implications of student question or response requires 
alertness and thorough appreciation of the relative significance of 
the question. 

The third, "skill in wording questions," is subject to much more 
direct approach than the two prerequisites previously discussed. 
The teacher might be ever so much a master of content, he might 
be schooled in habits of logical thinking, quick in mental reaction, 
and possess almost uncanny power to distinguish between essen- 
tials and non-essentials in the give-and-take of class discussion, and 
yet fail through his inability to frame questions skillfully. There 
are four distincl d fficulties in the formulation of questions, which 
the writer has observed particularly in working with young teachers 
in training. 

The young teacher tends to think and speak on a vocabulary 
level quite beyond the apperceptive experience of the class. It is 
difficult for the young teacher, a senior or a recent graduate from 
the university, to realize that a considerable gulf separates the 
levels of thought and vocabulary usage of a junior or senior high 
school student from those of a college senior. Questions, therefore, 
are likely to be pitched to a level of abstraction quite beyond the 
ability of the pupils; or a vocabulary of technical nature often 
foreign to the common usage and, therefore, to the understanding 
of the students, is used. A student of history and sociology was 
observed teaching a social science class of junior high school pupils. 
Repeatedly the observer noted the vague expression on the faces 
of members of the class as the teacher asked questions none could 
answer because of the terminology employed. When referring to 
the social habits of peoples, for example, instead of using such 
words as customs, standards of conduct, rules of conduct, etc., 
familiar to the student, the teacher employed the term “mores," a 
common enough word for a college class in sot* »logy, but unknown 
to the average junior high school student. 

Closely akin is the tendency of the brilliant beginner to telescope 
several steps in the formulation of a question. He is particularly 
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liable to error where step-by-step development of a process Is 
necessary, as in mathematics. Brilliant students are the chief sinners 
in this respect Unconsciously they leap across several steps in one 
mental process, and then wonder why pupils cannot follow what 
appears to them to be a single step. It is important furthermore, 
to say in a question exactly what one means, and not always easier 
for the experienced teacher than for the beginner. This difficulty 
grows out of the very nature of language, which is but the symbol 
of ideas. Care in the exact use of words to express specific mean- 
ing, and in the selection of words which have the same experiential 
content for both teacher and student, is essential. 

A fourth prerequisite that might well be offered is "self-con- 
fidence.” Frequently teachers who have brilliant records as students, 
and who could meet all the requirements thus far mentioned in 
conversation with a small informal group of friends, find them- 
selves ill at ease and their flow of thought seriously inhibited when 
standing before a class of thirty or forty high school students. It 
may be a temporary stage fright, but frequently the cause is more 
fundamental and difficult to overcome. In rare cases the causes 
may be so deep-seated as to prejudice the teacher’s chances of ever 
gaining the requisite self-confidence to meet the exigencies of the 
classroom. Until self-confidence is achieved, clarity and rapidity 
of thought before a class is impossible. 

Function of the question 

No complete statement of the functions of questioning can 
readily be made. The author, therefore, suggests those he regards 
as most important. Many of these might easily be broken down to 
compose a much more extensive list, should the individual teacher 
feel that a more detailed statement of purpose would aid him to 
grasp this phase of the subject. The following statement, while not 
complete, covers the essentials of the problem. 

1. To test student achievement Unfortunately, class questioning 
in the past has overstressed the memorizing of factual data, often 
to the exclusion of any other purpose. The most extensive study 
of classroom questions thus far reported through the use of steno- 
graphic notes is that of Miss Stevens. 4 In spite of the fact that the 

,* Stevens, Romiett. The Question os a Measure of Efficiency in Instruction, 
p. 47. Teachers College, Columbia University Contributions to Education, No. 
48. Eighth Impression, March, 1927. New York: Bureau of Publications, 
Teachers College, Columbia University, 1912. 
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study Is not a recent one, the data are still pertinent for illustrative 
purposes, and die table given below has been adapted from her 
study. 

Table 2. The Number of Memory and Thought 
Questions in Two Groups of Classes Observed 


Group I 

Group 11 


Total 

Number 


Total 

Number 

Subject 

Number 

Memory 

Subject 

Number 

Memory 

Questions 

Questions 

Questions 

Questions 

1. History 

41 

29 . 

1. History 

90 

75 

2. 

66 

60 

2. 

94 

74 

3. English 

69 

39 

3. 

125 

87 

4. 44 

70 

26 

4. 

142 

103 

5. “ 

73 

33 

6. English 

94 

26 

6 . “ 

74 

61 

6. 44 

129 

65 

7. Science 

86 

68 

7. Science 

122 * 

92 




8. Latin 

105 

89 




9. Mod. Lang. 

196 

196 


An analysis of some of these class exercises reveals them to be 
little more than memory tests. Rightly conceived and correcdy 
carried out, the test of mastery of essential facts basic to the con- 
sideration of an important problem-situation should be significant, 
though it should require a minor part of the class hour. Thinking 
can take place only when there are sufficient factual pegs upon 
which to hang thought. It is incumbent upon the teacher, however, 
to determine what are the essential facts necessary for intelligent 
and profitable class discussion. 

2. To aid the student to relate pertinent experiences to the lesson. 
Most students have read, traveled, and had other experiences that 
may have an important bearing upon the understanding of a given 
lesson. It is a wise teacher who will use the question to draw upon 
this valuable reservoir to supplement and interpret data already 
before the class. When developmental lessons are used, a few deft 
questions that recall to the student important principles previously 
learned may quickly clarify an otherwise difficult point 

3. To stimulate interest. The third function of a question is to 
arouse curiosity and create true intellectual interests. Curiosity is 
the best stimulus to learning that can be c vitalized by the teacher. 
Curiosity means the presence of a strong desire to explore and 
know the answer or solution to a baffling problem. At the heart 
of every problem is a question. A few well-directed questions about 
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« lesson or situation may change an indifferent student into one 
fully alert and eager to seek the answer to the perplexity presented 
to his mind. 

4. To provide drill Retention is facilitated by frequent recall, 
and if a fact is to continue to stimulate thought, it must be fixed 
in the memory. Furthermore, for certain types of efficiency it is 
necessary to pass far beyond the threshold of memory and achieve 
a condition of automatic response. Such attainment, for example, 
is required in language response. 

5. To stimulate thought. It has been said above that at the heart 
of every problem there is a question. It is almost equally true that 
at the heart of every question there is a problem. At certain stages 
in learning for some individuals, even the most simple memory 
questions will evoke thought. With factual knowledge accepted 
for die most part as only incidental to learning, we may assume that 
in modern education die primary function of the question is the 
stimulation of thought. 

6. To develop the power and habit of evaluation Evaluation is 
one phase of true thinking, though more prominent in some types 
of thought than in others. We are constandy called upon to evalu- 
ate the merits of this fact or that statement, over against other facts 
or statements, as the basis for intelligent generalization. The habit 
of careful evaluation is especially important in a social milieu where 
much that is asserted, and all too often passes for fact, is in reality 
false. 

7. To insure proper organization and interpretation of materials 
and experience. It is not enough to be capable of rigorous evalua- 
tion. The student as well as the adult must be able to take the data 
evaluated and organize it into a form that makes larger generaliza- 
tion possible. Many who are skilled in the analysis and evaluation 
of minutiae find it exceedingly difficult to bring these more or less 
isolated items into a unity and cohesion that renders larger inter- 
pretation possible. It is the opportunity of the teacher to formulate 
questions that will lead the student to see the relation of one fact 
to another, and the possible effect of that relationship upon broader 
interpretation and conclusion. 

8. To direct attention to significant elements in the lesson* To 
aid the student to achieve the ends set forth in purposes 6 and 7 
above, it is advantageous for the teacher frankly to direct the atten- 
tion of the class to important items in the lesson through questions. 
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9. To obtain individual or class attention . If wisely used, the 
question is very effective as a challenge to attention. In a class 
growing listless, a stimulating question will sometimes arouse in- 
tense interest. Even though it may be, at the moment, somewhat 
off the line of thought-development, such a question is justified if 
it is germane to the lesson. Moreover, to ask a student a question 
when he is "mentally wool gathering,” or giving attention to matters 
other than the lesson, may bring him back to the items before the 
class. 

10. To discover interests and establish rapport with students . 
Wide-awake teachers will recognize that education is concerned 
with a lesson only as a means to an end. A real opportunity awaits 
the teacher who can so win the confidence of students that funda- 
mental interests and aspirations are made known to him. The 
teacher can then utilize this knowledge to broaden and quicken 
interests found worth while. These discoveries can best be made 
by understanding questions and a sympathetic interest in the eager 
questions of the student. A natural outcome is a rapport between 
teacher and students, psychologically most ideal for learning. 

11. To develop appreciation. In the opening chapter of this book, 
training of the affective nature of man was noted as an important 
phase of education. If the question can be used to "stimulate 
thinking” and "to create intellectual interests,” certainly it can also 
be used to draw out, for encouragement or discouragement, likes 
and dislikes. A well-directed series of questions may even awaken 
a certain type of response to a given situation. Subtle suggestion 
in the form of the question itself, or the manner of asking it, may 
tend to color student attitude toward certain situations, and condi- 
tion the response thereafter toward similar ideas or modes of be- 
havior. Wherever an appeal to the intellectual is possible in devel- 
oping appreciations, it should be used. Questions that bring these 
elements to the fore should be stressed. 

2. WhoY is the Technique of the Question? 
Characteristics of good questions 

The following qualities are important: 

1. Questions should be concisely stated . The span of attention 
and memory is short Auditory memory, particularly, is limited. It 
r only fair to the student to word a question so briefly that its 
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meaning can be quickly grasped and the entire statement held in 
mind as he endeavors to formulate an answer. 

2. Questions should require thought. There are exceptions, of 
course. When the purpose of questioning is drill, the question 
should be cast into recall or memory form. Unless the lesson is 
avowedly a drill or memory type, it should contain a predominance 
of thought-type questions. 

3. Questions should not be ambiguous. Those who have had ex- 
tensive experience as teachers know how hard it is to make a ques- 
tion mean just what they intended it should, and nothing else. 
When a question is capable of two or three interpretations, its value 
is lost. The utmost care in the choice of words and the phrasing of 
sentences is necessary to insure that ideas are clearlv conveyed 
from teacher to student, and vice versa . This is a constant problem 
even with the most skilled and experienced teachers, because words 
are but the symbol of ideas. Ideas are the result of experiences, 
and no two people have had absolutely identical experiences. It is 
natural, therefore, for words to vary in exact meaning. 

4. Questions should be adapted to age and ability of students . 
There is a marked difference between the general level of ability 
of children at the beginning of the junior high school and that of 
the senior high school student. Teachers shifted from classes of 
one age to another are likely to overestimate or underestimate the 
capacity of their students. Often wide variation is found within an 
age-grade itself. Homes of culture, opportunity for travel, and ex- 
tensive contacts add greatly to qualitative difference. The alert 
teacher will gauge his questions to the ability of his students as the 
circumstances of age, mental alertness, and environmental oppor- 
tunity point the need. 

5. Questions should require extended response . When drill is the 
purpose of questioning, limited response is desirable and generally 
necessary if speed in reaction, an essential in most phases of drill, 
is to be obtained. The criteria enumerated for good questions, how- 
ever, assume that thought is a desirable result. Questions that 
admit of single-word or phrase answers tend to become th4 simple 
recall type. Extended analysis, synthesis, and organization of 
response are the more probable results where the student i$ forced 
to cast his answer in sentence or paragraph form. 

6. The form of the question should not suggest the answer . It is 
easy for the teacher to be tricked into a betrayal of the aaswer by 
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his statement of the question. The question that uses a negative 
and requires a single-word response is especially open to this 
criticism. ‘Did not Washington become the first President of the 
United States?” is an example. 

7. Questions should avoid “ yes ” or “no” response. In addition to 
being a limited-response type of question, questions calling for 
either “yes” or “no” have the further defect of introducing a large 
element of guessing into the classroom situation. Either response 
nets the guesser a 50-50 chance of being correct, even though the 
student knows nothing about the matter under consideration. 
Moreover, it is difficult to frame this form of question without a 
tendency to suggest the answer. 

8. Questions should involve single ideas. So-called double- 
barreled questions are confusing and difficult to keep in mind. 
Their use generally ends in the teacher’s re-casting the ideas into 
separate questions for the convenience of the student, after em- 
barrassment and delay for both teacher and class. Such a question 
as, “Would you, please, name and locate the digestive juices of the 
body, and then explain in some detail the action of one of these in 
the intestines?” would probably end with the name and location 
of each digestive juice. The last part would need re-asking. In all 
probability the student called upon for a response would legiti- 
mately ask that the question be repeated before he began even on 
the first half. 

9. Questions should reflect a definite purpose. A question has 
no value unless it has a definite purpose to fulfill. To the teacher, 
the observer, and generally to the student, the question should 
reveal a direct relation to the objectives of the course and lesson. 
Questions that lead nowhere soon kill the spirit of the class. 

10. Questions should avoid phraseology of the textbook. Re- 
course to the wording of the textbook in phrasing questions puts a 
premium on memorizing textbook phrases verbatim. Furthermore, 
there is a danger both for student and for teacher that parrot-like 
repetition of language may deceive both into an assumption of 
understanding that in reality does not exist. The best way for one 
to be sure he understands is to formulate his thought in non-text- 
book language. 

Teacher technique of class questioning 

No hard and fast rules to govern the use of the question before 
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the class can be given. All suggestions offered are subject to ex- 
ception. An understanding of the reasons lying behind the sugges- 
tion will free the teacher to take "French leave” of the rule when 
the educational values in the situation require it. 

1. Address questions to class before designating one to respond . 
This method of class questioning has three distinct educational 
values. 

First, it has the advantage of securing general attention to class 
procedure. Students whose attention is in danger of being lured 
away by momentary distractions tend to give attention lest they 
be asked to answer the question. 

Second, the method gives all members of the class an oppor- 
tunity to foimulate a tentative answer in their minds. If Hairy had 
been called by name and then asked the question, the attitude of 
most of the class would almost unconsciously have been — “Let 
Harry do it.” As a consequence, only a few of the most interested 
students would have troubled to arrive at on independent answer. 

The third value of this procedure is that it serves to bring the 
critical attention of the class to the answer given. All have some 
kind of an answer formulated. At what points does the answer 
given agree with or differ from those of the class? Where differ- 
ences appear, student attack is likely to occur. Rigorous thinking 
in the clash of opinion results. 

2. Distribute quations as far as possible to members of class 
evenhf. It is a not uncommon experience to observe a class and 
note that most of the questions are being asked of a few students. 
Several students are asked possibly one question each, a few bear 
the brunt of fifty per cent of the questioning, while still another 
minority group neither volunteer nor are called upon during the 
entire hour. Unless they are on guard, teachers tend to ask ques- 
tions of those from whom they have reason to believe an intelligent 
response is probable. Educationally, thev may be least in need of 
the experience that classroom participation gives. 

The modern teacher does not use the class hour for “taking 
grades”; this practice not only wastes time, but it also give* the 
student an exaggerated idea of the importance of marks. He does 
see to it, however, that all students have an opportunity to take 
part in the class activities and reap the educational benefits of such 
participation. General participation should be achieved bv the 
most effective but least obvious devices possible. It is not always 
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desirable that every student should participate each day, especially 
in large classes, nor that each student should mechanically be 
assigned the same number of questions. Other considerations, such 
as the appropriateness of the question to the ability of the student, 
and the value of developing sequential thinking on the part of a 
student, should be among the factors determining when and of 
whom particular questions are to be asked. Mechanical devices 
rigorously applied tend to defeat the fullest recognition of these 
factors. 

3. Allow sufficient time for the formulation of answers . The old 
simple explanation of the lifting power of a vacuum chamber, such 
as used in well pumps, was that “nature abhorred a vacuum.” The 
statement might be paraphrased for the teacher-question situation 
by saying that “teachers abhor silence in the classroom.” The gen- 
eral experience of competent observers is that teachers are too 
impatient of delayed response to questions. The teacher is prone 
to overlook the fact that while he has a tentative answer in mind 
before the question is put, the student must pause to redefine for 
himself the meaning of the question, marshal from memory the 
appropriate experiences significant to the problem raised, evaluate, 
form a conclusion, and choose the correct words with which to 
clothe his response. Even when the student has his materials well 
in hand and his mental processes move rapidly, time must be per- 
mitted for a reasoned response. 

This tendency to rapid pacing, of question and answer in the 
classroom is graphically revealed in the study of the question by 
Miss Stevens. 5 A study of classes throughout a full day was made 
at different grade-levels for 10 days. A stenographic account of 
the class activities was kept. The study below is adapted from 
her report. 

Miss Stevens found in this study the average number of ques- 
tions for a day's activity to be 395. If proper time is allowed for 
assignment, etc., the rate of questioning can readily be imagined. 
Miller, in a study of rapidity of class questioning and its relation to 
the ability of students to react, concluded that the tempo at which 
thought questions were asked in the average class was too rapid, 
and adapted to the ability of the best ten students in one hundred. 
In other words, only the upper 10 per cent of a normal class is 
adjusted to the question-pace set by the teacher. Through experi- 

5 Stevens, Romiett, op. cit. t pp. 12-15. 
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Table 3. The Questioning Activity of Particular Classes 
Throughout an Entire School Day 


Grade 

No Classes 
Ob*er\eJ 

alSfSL i 

No of 
Questions 

No or 
Answers 

1st year 11 S 

5 

45 min. 


516 

2nd year H S. 

5 

45 “ 


372 

1st year H. S. 

6 

45 44 


348 

7th {trade 

5 

80 44 

411 

411 

1st year H S. 

5 

45 44 

872 

872 

1st year H S. 

5 

80 44 

838 

338 

tod year II S. 

5 

30 44 

417 

417 

2nd >ear 11. i* 

5 

45 44 

483 

483 

1st year II S. 

5 

45 44 

370 

370 

8th grade 

4 

40 44 

321 

321 


mental studies Miller 6 found that freshman high school students 
required an average of fourteen seconds in which to see simple 
relations in analogy tests. 

It would be well for a teacher, when alone in his room, frequently 
to ask a question and note the extended period of silence while his 
watch ticked off fourteen seconds, the minimum of time that should 
be allowed a bright student to answer a thought question. Where 
drill is the objective with memory questions, then speed is desirable 
to render recall automatic. The teacher must determine the pur- 
pose and nature of the question, and then gauge the time appro- 
priate to the need. 

4. Ask questions in such manner as not to suggest the answer. 

A question mav be so worded as not to portray the answer, but 
Ae inflection of the voice, or the context out of which the question 
arises, immediately gives a clue to the answer. For instance, to ask 
this question, “Did President Wilson favor entering the World War 
at die time of bis re-election?” in a natural tone of voice as though 
you did not know the answer yourself, would give no lead to its 
possible answer. However, if the question were asked with a rising 
inflection upon “did” and “time,” it would be obvious to the class 
that the teacher thought the answer was, “No.” , 

5. Assume student to be correct when he indicates inabitlty to 
answer question. A most embarrassing situation is often cheated 
for the student concerned, and the class time is wasted wh£n the 

* Miller, W S The Administrative Use of Intelligence Tests In High School 
Tu-enty-Flrst Yearbook of the Society for the Studv of Education, Part II, 
p 207 Bloomington, Illinois: Public School Publishing Co , 1923. 
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student indicates he does not know the answer to the question 
asked. To say, "Now, Henry, I am sure you know that. Just 
thinkr (heard all too often in a classroom) only adds confusion 
to a sensitive student. It is better to direct attention elsewhere in 
the class immediately. 

6. Organize questions around pivotal ideas . Instead of covering 
scattered, unrelated facts, however valuable in themselves, ques- 
tions should serve to re-enforce other questions and progressively 
develop a main idea or thesis. If the teacher will give attention to 
the organization of questions to insure cohesion and development, 
he will be agreeably surprised to observe how the continuity of 
idea in his questions reacts on the general interest and motivation 
of the class. 

7 . As a rule, do not repeat questions . If the class knows the 
question will be repeated, on demand, there is a tendency for 
students to giv rt less strict attention to the discussion. Demand un- 
divided attention, and when a student has failed to get the ques- 
tion, pass on to another. By the teacher’s manner, more than by 
anything he says, the student will feel a definite rebuke in the 
presence of the class for his inattention. Such a policy will do much 
to stimulate full attention. 

8. As a rule, do not repeat answers . Here, again, attention of the 
class should be insisted upon while others as well as the teacher 
are speaking. The response is a valuable part of the class hour. 
The answer merits the careful critical evaluation of the class. Then, 
too, students should be trained as a matter of courtesy to speak 
loudly and distinctly enough for all to hear without too much effort. 
A student conscious of his obligations to an audience-situation 
will try to formulate what he says with greater care. Again there 
are exceptions to the rule which the discerning teacher will recog- 
nize. A short time ago the writer, after a discussion of the tech- 
nique of the question with a university class in Methods, accom- 
panied part of the class to observe a supervisor conducting a review 
recitation. In the conference period with the students that followed 
the observation, the instructor was interested in their reactions to 
the question technique of the supervisor. During the recitation, 
which fully met the criteria set up in the chapter on “Review * 
the supervisor had occasionally repeated significant answers of 
students. As was to be expected, some of the class in Methods, 
who remembered the rule but not its meaning, called attention to 
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his procedure and quoted this rule as evidence of bad technique. 
When they took into consideration that this was a review lesson, 
that the review had for one of its purposes the fixing of important 
ideas about the unit reviewed, and that the supervisor had re- 
peated only very important answers that he desired to fix in the 
minds of the class by repetition, the critical students realized that 
a broad principle had been given them and not a rule of thumb. 

9. Occasionally ask questions of {he inattentive . This method, 
as indicated in listing purposes of the question, is a good device to 
handle some disciplinary situations of inattention. When so used 
the question serves only indirectly a legitimate educational function. 
Such questions should have another more valid function so that 
when answered they will have real significance for the lesson and 
class. 

10. Questions should be asked in easy confident manner. "Of 
course you are able to answer the question,” should be the confi- 
dent manner in which the question is directed to the student. It 
may be an unwarranted assumption, but even so, if the student half 
knows the answer, there is likelihood that he will say what he can. 
He is under challenge not to disappoint the teacher. Psycholog- 
ically, the stage is all set for him to utilize his latent powers to the 
maximum. 

11. The teacher should show adaptability in questioning. As sug- 
gested earlier in the chapter, no teacher can anticipate fully the 
classroom situation as it will be. Well-thought-out questions may 
need to be cast aside and new ones formulated as the exigencies 
demand. The teacher should show such close rapport with the 
class and such mastery of the subject that questions will appear 
fresh blown for the moment, and perfectly at point. 

Teacher reaction to student questions 

The attitude and response of the teacher to questions asked by 
students also has an important bearing on teacher success. The 
following suggestions will prove valuable: 1 

1. Student questions should be encouraged . Education is not 
a pouring in or a pumping out process, though our emphasis upon 
the teacher's questioning technique might warrant that inference. 
The more teachers can bring students to think and question, the 
more certain they can be that education is taking place. The 
teacher, therefore, should use every possible means to get students 
to participate through questions. 
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2. Insist that questions be significant . While questions are en- 
couraged, it is necessary to guard against trivial and insincere ques- 
tions that do not reflect thought, or that are designed to sidetrack 
the lesson into bypaths. Trivial questions are frequent, and indi- 
cate immaturity or superficial preparation of the student. It is but fair 
to acknowledge, however, that it is very difficult always to distin- 
guish between trivial and important, and between sincere and 
baiting questions — particularly the latter. 

3. Require courtesy in questioning . The occasional eagerness of 
students to ask questions leads at times to several questions being 
propounded to the teacher simultaneously. It is a splendid oppor- 
tunity for the teacher to show the class how courtesy and self- 
restraint often make both for speed and for the realization of 
desires, too. Failure to insist upon one question at a time from the 
class inevitably leads to confusion, and later to bad disciplinary 
problems. 

4. Recogni Mr timeliness of questions. It is in meeting this 
requirement that item two in this list of suggestions approaches a 
real difficulty. Often questions quite apart from the lesson in hand, 
but suggested by phases of the lesson, appear. These questions 
may have more educational value than the lesson itself. If they are 
significant for the entire class, it is well to pause then and there 
and consider them. 

5. Grant earnest student right to question your position. Students 
should be encouraged to ask questions that indicate a sincere dis- 
agreement with the teacher. No real thinking that represents a 
clash of opinion will take place if the teacher frowns upon any disa- 
greement with positions he has taken. Ho has no right to set him- 
self before the class as infallible. The teacher should encourage 
the student to think for himself, not to accept unquestioningly the 
point of view of the teacher. This attitude is fundamental in sec- 
ondary education. 

6. When teacher cannot answer questions , frankly say so. The 
teacher has nothing to gain by bluffing but loss of student respect. 
Students arc quick to detect when a teacher is “putting up a 
front.” On the other hand, a frank admission as a matter of course 
that the teacher is not an oracle of all wisi in will be accepted 
with increased respect for the teacher. A teacher cannot afford to 
be too often put in a position where lack of essential knowledge 
mast be admitted. A classroom veteran of twenty-five years ex- 
plains that at times he has thought of a problem likely to arise 
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just before entering the classroom. If the issue can be safely 
avoided, he steers around it until he has leisure to inform himself 
on tiie point If, before the class, he is forced to face a question he 
cannot answer, he frankly, in a matter-of-fact manner, admits his 
ignorance, then adopts one of three ways out of the difficulty. He 
may promise to check on the question before the next class meet* 
ing and report which he is careful to do; he may make the prob- 
lem the basis of a student assignment for report to the class; or, if 
the question appears unimportant he simply dismisses it 

Teacher reaction to student's response 

The attitude of the teacher toward the response of the students, 
and his handling of the response, will have much to do with the 
success of tiie class. 

1. Show appreciative attitude toward student response. It is just 
as essential to encourage a response to a question as it is to elicit 
a question from the student. If the teacher is sympathetic when an 
effort at response is made, students will feel free to venture par- 
ticipation at times though they are in some doubt as to the correct- 
ness of their comments. When it is necessary to check sincere 
efforts at participation, the checking should be done appreciatively 
and delicately to avoid quenching the spirit completely. This may 
be the unfortunate result with sensitive students unless care is used. 

2. Interpret sincere response to advantage of student. The author 
will always remember, one of his teachers for his artful acceptance 
of student responses. The answer might be seriously deficient, but 
it was given full value for its content, then, beginning with a char- 
acteristic sentence, “Yes, that is correct . . . except that these addi- 
tional factors need to be considered,” he would go on explaining 
and supply the data necessary to make the answer complete. He 
had a further trait worthy of emulation. He always gave the 
student the benefit of the doubt and interpreted his response in 
the direction of the correct answer, even though it seemed dubious 
to tire class at times whether the student really meant what the 
teacher assumed him to imply. The effect on the morale of the 
class was exceedingly wholesome. Neither student nor class, how- 
ever, was ever left with less than a complete and accurate notion 
of what the ideal response should have been, so carefully was the 
response analyzed. 

3. At times desirable to get class evaluation of partially correct 
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responses. When die most approved question technique has been 
employed, the class is ready for a critical constructive evaluation 
of die answer given. The teacher will do well to employ this form 
of correction liberally, so long as the sensitive student is safe- 
guarded against harsh criticism. Class evaluation provides splen- 
did training in courteous impersonal comments on another's effort, 
both to the class and to the individuals whose efforts are thus sub- 
ject to analysis. 

4 . Asa rule, students should not be assisted in response. Let the 
student make his own contribution unassisted. Kindly efforts at 
assistance often prove more of a hindrance than a help. Besides, 
he needs to be trained to reply on his own resources without 
friendly assistance. 

5. Responses should be couched in complete thought units and 
be correct grammatically. There has been a widespread attitude 
on the part of teachers that only those responsible for courses in 
English composition and literature should be concerned with cor- 
rect expression. Modern education insists that correct English 
usage is as much a matter of habit as of knowledge of correct gram- 
matical form, if not more. If this statement is true, it is incumbent 
upon all teachers, whether of English composition, history, science, 
or any other subject, rigorously to insist upon those correct forms 
of expression in order that they may become habitual to die 
student before he quits die secondary school. 


QUESTIONS AND PROBLEMS 

1. Why is the technique of questioning considered more difficult in 
die light of modem methods of teaching? 

2. Why is die questioning technique so much more difficult and impor- 
tant when die teaching emphasis is not so much on die facts as on 
the analysis and evaluation of the facts? 

3. Enumerate and define die primary qualities a teacher must possess 
to conduct class questioning successfully. 

4. Which of die functions suggested in the text for class questions par- 
ticularly stress and fulfill the requirements of the modem concept of 
educational purpose? 

5. Psychologically, what are the most important uses of die question In 
class work? Substantiate your answer. 

6. What is die most prevalent yet least important use of the question? 
What evidence have you to support your answer? 
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7. Why are thought questions so important pedagogically? Prepare a 
classified list of at least ten types of thought questions. Give ex* 
amples of each of your own formulation. 

8. Take six thought questions asked by piofessors in your classes and 
analyze them according to the ten characteiistics of a good question 
given in the text. 

9. Give the characteristics of a good questioning technique; justify 
these in accordance with modem principles of education and 
pedagogy. 

10. How and why should questions be distributed among the members 
of a class during an individual class period? 

11. What psychological and physiological facts determine the character 
of questions and the rapidity with which they may be asked? 

12. Of what value are the students questions to the teacher; to himself; 
and to the class? 

13. What should a teachers attitude be toward the questions of the 
students? 

14. Show by examples how the art of questioning may be used to stim- 
ulate definite intellectual interests 

15. What type of questions is most valuable to the student? Substantiate 
your answer. 
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How Can Review and Practice 
Be Used ? 


1. What Is the Nature and Purpose of the Review? 

The nature of review 

Much confusion still exists in popular thought about the review. 
The average person of traditional training remembers the review 
as a tiresome, dull retracing of work previously covered in the 
class or in the textbook. The essential difference between the tra- 
ditional type of review and the older practice of the recitation was 
largely one of time. A Segment of work covered by class recita- 
tion in six weeks might be covered in a two days' review. Since the 
older recitation practice emphasized factual learning, almost to the 
exclusion of any other form of learning, the review became a repe- 
tition of the major factual materials in the unit of work concerned. 
While the principle of apperception was implied in the Herbartian 
formal step, "preparation," in applying it to the daily recitation few 
teachers carried it beyond a brief reminder of the outstanding fac- 
tual data of the previous lesson. Traces of that early practice are 
still evident in the point of view expressed by a few recent writers 
on methodology. 

Further confusion exists because some tend to use the term 
review to cover the process of drill. Repetition in any form does 
carry with it an element of drill, but to think of the terms as having 
the same meaning is to confuse entirely two fundamentally differ- 
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Got educational processes. Drill has for its purpose the m akin g of 
set responses, rapid and, to a large extent, automatic. 

The term review connotes not a mere repetition of facts to fix 
them more firmly in mind , but rather a new view of these facts in a 
different setting that results in new understandings, changed atti- 
tudes, or different behavior patterns . With this conception of the 
review, most recent writers are in general agreement. Rivlin thinks 
of the review as “deepening the students insight into the problem 
or . . . increasing his appreciation of its ramifications.” 1 The total 
educational process, from understanding through changed attitudes 
to modified behavior, should be dhvisaged in the review. The more 
extensive the review involved, the more completely these attributes 
of the review should be realized. Obviously a review of a few 
minutes’ duration could not achieve much more than a new under- 
standing of the data under consideration, while an extensive re- 
view might, with justification, be expected to affect in some degree 
attitudes and behavior. 

Importance of the review 

The review as contemplated in the above definition is raised at 
once to a position of importance in educational method. It is 
equally true that if its significance is measured by the space devoted 
to its consideration in textbooks on secondary school method, the 
review has not received the attention that its true importance for 
education warrants. While some recent writers devote a chapter to 
the review, others dismiss it with a paragraph or two. There ap- 
pears to be a significant relationship, however, between the atten- 
tion given the review and the extent to which the writers are 
removed from the traditional conception of it. The use of the unit 
plan of organizing instruction along with problem me f hod actually 
involves the review function in the final stages of these procedures 
Consequently, these phases of the newer methods are not com- 
monly thought of as fulfilling in part the review concept associated 
with the more traditional forms of instruction. 

It is generally recognized that while understanding, attitudes, 
and behavior are the results sought in education, these cannot be 
achieved without a foundation of information. As pointed out 
earlier, we must have factual data as pegr 'ipon which to hang our 

1 Rivlin, Harry N. Teaching Adolescents in Secondary Schools , p. 309. New 
York: Appleton-Century-Crofts, Inc., 1948. 
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thinking. On the other hand, the human mind cannot with profit 
continue to amass these factual data without relating them in some 
meaningful form; nor can we continue activities in uncritical 
fashion and expect progress. Only as we evaluate previous actions 
are we able to find an intelligent basis for future behavior. For 
example, to continue shooting at a mark at one hundred yards will 
not contribute to marksmanship unless the neophyte critically evalu- 
ates the results of his shooting. One segment of his practice may 
have been devoted to a discovery of the effect of gravity upon the 
bullet at that distance, another to wind pressure and its influence 
upon the path of the projectile, *and still another to the gauging 
of the sights for correction of these error tendencies. To achieve 
satisfactory results, the marksman must have available a mass of 
factual data. It is of equal importance, however, that he relate 
these data in some unified, meaningful fashion. He must recall 
essential facts and appraisals of segments of experience in a final 
summary that actually involves a new view, and a new understand- 
ing, and provides a basis for changed behavior. This is a major 
reason for the fact that new problem-solving methods and the unit 
plan are rapidly taking precedence over time-honored instructional 
practices. 

Purpose of the review 

While we have tried to catch the larger significance of the review 
through a consideration of its essential nature and importance, a 
more thorough understanding and appreciation of it may be gained 
by an analytical statement of its purpose from the point of view 
of the teacher and the student The more important purposes of the 
review are summarized below. 

1. To fix in mind activities or materials learned . As previously 
mentioned, the review in earlier practice was associated largely 
with the concept of drill. Although this aspect of the review has 
now assumed a position of minor purpose, it still has value. The 
psychological principle of over-learning insures greater retention 
with the repetition involved in review. Any repetition will tend to 
fix materials previously studied more firmly in mind. Thi4 is a 
valuable concomitant of the larger results to be obtained by the 
review. Since not skills, but ideational data, are the forms of fixa- 
tions desired in review learning, fixation as a by-product of repeti- 
tion can be secured through recall that is related to different and 
more extended associational patterns. 
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2. To organize the materials and experiences into larger units for 
understanding . School work, whether organized on the daily recita- 
tion plan or larger unit basis, cannot avoid an impression of chop- 
piness or fragmentarincss. Each days work tends to stand apart 
in some isolation from what has preceded and what follows. At 
best this difficulty will always be present. The span of memory 
is limited, as is also the span of attention. Memory-span and atten- 
tion-span are closely interrelated. As a result, it is necessary to 
put forth every effort to prevent the experiences of each day from 
becoming isolated. Since elements in a total situation — if that 
total situation be extensive — must be learned somewhat piecemeal, 
each new segment must be related to its immediate past, and later 
all the elements must be brought into a larger unity for interpre- 
tative purposes. For example, a class in social sciences is engaged 
in the study of American history, and the unit under consideration 
is America’s Immigration Policy. To understand that policy will 
require a study of a number of phases of American history that may 
seem to tLo student quite remote. He will want to know the early 
policy of “open arms to immigrants,” and why these peoples were so 
welcome to young America. He will study the changing trends in 
the source of supply of these immigrants, fiom early days to the 
present time. The oriental problem will necessarily require atten- 
tion. Our industrial and economic development will, of course, 
enter into the picture. Other related problems will need careful 
study as well. Each will demand the acquisition of factual data 
and interpretation. In spite of the effort to have the student see the 
relation of every part to the larger problem, each will have an ele- 
ment of isolation from the rest. Only as the major items of inter- 
pretation from each are brought together and focused upon the 
main topic under consideration can the fuller interpretation, the 
more complete understanding, take place. This function, whether 
small or large segments are involved, the review fulfills most 
admirably. 

3. To enable the student to gain perspective . When the mate- 
rials and experiences have been organized into larger units, the 
student can gain a perspective not possible while fragments of the 
whole were in considerable isolation. A day-bv-day studv of a 
series of topics, all part of a larger unit, t ^ds to leave the student 
with the impression that all the topics are of equal worth. It is 
only when an evaluation has been undertaken that the student can 
begin to give each item of fact or experience its proper place and 
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weight in the total unit It is not unlik e the experience (me has 
when in a valley and later on the mountain peak When one is in 
the valley it is difficult to get a perspective of die relative heights 
of certain mountains and their relation to each other. From the 
vantage point of a mountain summit it is possible to see the terrain 
in its true proportions, and to note the proper relation of each ridge 
and canyon to the section of the mountain range in question. 

It is necessary for die student to stand apart, as it were, from his 
task and take a panoramic view of the unit studied. The trees will 
begin to separate themselves from the forest. Main and subsidiary 
items will begin to take their place in true value and correct rela- 
tionship. New understandings will appear. It should not be in- 
ferred that this transformation will take place in some magic 
fashion. It will not. Painstaking analysis, careful evaluation, and 
discerning synthesis are the price one must pay for the perspective 
of the review. The student will often find, however, that after toil- 
some and seeming fruitless effort, this perspective may dawn upon 
him almost unawares. Psychological processes have been at work. 
With apparent startlingness relationships appear and perspective 
is gained. 

An incident in point was related to the writer while he was a 
student by a now distinguished educator who had done his post 
graduate work in philosophy. Said he: 

My first year as a student of philosophy will remain a vivid though 
unpleasant memory. It seemed that I had a mass of unrelated knowl- 
edge without any significant meaning. The second year was little 
better, although I felt more familiar with the great philosophers and 
their views. The third year it seemed as though the fog suddenly 
rolled away, and I felt the thrill of seeing these various philosophies 
as they developed out of and related themselves to each other. Now 
I can understand how a certain philosopher has found the genesis of 
his ideas in the thoughts of earlier philosophers. 

An analysis of this man’s experience reveals this process; the first 
two years were spent largely in a mastery of the ideas of individual 
philosophers, and only progressively was serious effort put forth 
to relate them. The last year was largely devoted to syntheses. It 
was in this period of his study, characteristically a review phase, 
that perspective was gained with seeming suddenness and the thrill 
of understanding attained. 

4. To provide for desirable expansion and supplementation of 
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materials and experiences. In any study of a topic or unit it is sel- 
dom possible to include all the worth-while materials or experiences 
that appertain to the subject. The review offers opportunity to 
supplement where such supplementation is found desirable or 
necessary to render understanding complete. Moreover, while in 
the review unexpected expansion of the topic or unit may seem 
advisable for completeness, the alert teacher will never assume that 
the lesson plan or assignment is perfect. The review will be re- 
garded as the opportune time to make up any deficiencies that 
appear. Sometimes an added word of explanation, a further ref- 
erence that needs to be consulted, or even an extensive marshaling 
of additional data via the lecture route may be the best means of 
clarifying a confused point in the review. 

5. To provide an apperceptive basis for future study. If die class 
is about to take up another segment of work in which certain prin- 
ciples derived in the unit just studied will find application, then the 
review becomes merged with the apperceptive function of the 
assignment, ii is highly desirable that the essential properties of 
the principle to be invoked are clearly recognized in the review. 
Then the students should be led to realize possible applications of 
the principle in the direction of the next lesson. New understand- 
ings are thus assured and the review made functional. This use of 
review applies particularly to such subjects as mathematics and the 
sciences. 

The larger-unit review should not ordinarily be satisfied even 
with a “new view,” unless that new view projects the students into 
a consideration of the application to new situations of the conclu- 
sions reached. In a field such as history, the full value if any unit 
of study that does not lead the student to ask the possible implica- 
tion, for future periods of history, of the historical data just mas- 
tered might well be questioned. The teacher who uses the review 
in this way will produce a realization on the part of the student 
that historical events are in the main not accidental, but have their 
roots deep in the past. Likewise the student will be keenly aware 
that the history of tomorrow will be the child of the events of today. 
The sense of fragmentariness so often associated with classroom 
activities will largely disappear. 

6. To diagnose student weakness in prt; aration and understand- 
ing. Students are likely to show deficiencies in two particulars. The 
first is at the point of inadequate preparation. This is not always 
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the result of indifferent study. Too often it is due to paucity of 
experience or available sources of information. Whichever its 
cause, a good review should reveal it. The second, a weakness in 
ability to analyze and generalize when sufficient information is at 
hand, is more serious, and cannot as readily be overcome. It is 
more difficult to detect this weakness because the teacher must be 
satisfied the preparation has been adequate before probing for the 
second. 

7. To diagnose teacher weakness. Frequently the weakness of 
die student is in reality the weakness of the teacher. Failure to 
insure the student's contact with sufficient materials or experiences 
of the right kind may be brought to light quickly through the 
review. Again, directions in the assignment may have been open 
to misunderstanding, or possibly the objectives of the lesson were 
not made sufficiently clear. At any rate, the teacher should look 
upon the review as more of an index of his own shortcomings than 
those of the students. At least he should maintain this attitude until 
careful evaluation convinces him of those difficulties he may right- 
fully charge to the students. 

8. To create new interest in old materials. The fragmentary 
nature of our teaching has tended to leave the student with the 
mental reaction to the completion of a segment of work — “Well, 
this is over. I'll not have to bother my brain with this stuff any 
longer.” Because it seems to have value but for the moment, the 
knowledge gained arouses little or no enthusiasm. The teacher 
who can utilize the review as a means of drawing into the im- 
mediate picture data from previous units studied will bring life 
and vitality to the classroom. For the student to realize that knowl- 
edge gained today may prove most effective in the understanding 
of problems to be studied months later will stimulate interests not 
possible when the lesson is assumed to have only transitory signifi- 
cance. It must bring real satisfaction to the student who is engaged 
in the study of our Civil Service system, for example, to discover as 
a definite connection with its growth the appearance of the “Spoils 
System” under President Jackson, and the continued insistence 
upon the use of our postal department as the spoils of political 
patronage through the appointment of postmasters by the political 
party in power. The action of President Taft, at the close of his 
administration, in removing this glaring evil by placing postmasters 
under Civil Service, and the immediate reversal of this act when 
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Wilson became president, will be better understood when brought 
into perspective with the large problem of Civil Service. Or the 
class in literature may be studying historical novels, such as those 
of Gilbert Parker. Early colonial history will take on much more 
interest and significance when recalled and viewed through the 
lenses of human impulses and the emotions associated with litera- 
ture. In the review the teacher has a rare opportunity to vitalize 
his work by levying tribute on what has gone before. Incidents that 
may have been studied as part of other units will suddenly appear 
to have new meaning in the review under the direction of a skilled 
teacher. 


2. What Is the Technique of Review? 

Planning the review 

The review should be most carefully planned. It is a difficult 
phase of teaching, because no two situations are alike. Skill is 
required be* the most difficult of mental tasks is that of critical 
evaluation, synthesis, and interpretation, and these are of the es- 
sence of the review. It is only by the most rigid planning that a 
review procedure can be formulated to fit the specific purpose de- 
sired by the review. Care must be used in the selection of the type 
of review to be employed. For example, a review that might fit 
a daily lesson in foreign language or English composition would be 
ill adapted to a course in Social Problems. The selection of prob- 
lems that actually draw out all that is fundamental in a unit of 
work, demands thoughtful preparation. 

When to review 

Where long units are used, the review generally comes at the 
completion of the unit of study; or when the daily recitation is 
employed for materials not closely interrelated, it should come at 
the close of the recitation. Where the recitation involves continuity 
of theme in developmental progression, the review comes at the 
end of the recitation and, in very abbreviated form, may appear at 
the beginning of the next day's lesson. The intelligent experienced 
teacher is the best judge of when the review should be used. 

Length of the review 

No set time-limits for a review can be given. It is obvious that 
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the purpose to be realized, as well as the difficulty and extent of 
die unit covered, must in part determine the time. The daily 
recitation review should not be permitted to usurp more than a 
very few minutes. Even this statement must be qualified, for the 
cumulative review may, toward the last of a unit of study, justify 
ft reasonable part of die hour. Two or three days may profitably 
be devoted to an extended and complicated unit 

3. What Is the Nature of Practice? 

Importance of practice in learning 

Few, indeed, there are who would question the desirability of 
committing as many as possible of our routine activities to habit 
reaction. More than a half century ago William James in The 
Principles of Psychology wrote his now famous chapter on "Habit" 
He stated the case well for relegating much routine behavior to 
habit reaction in these words: 2 

The great thing, then, in all education, is to make our nervous sys- 
tem our ally instead of our enemy. It is to fund and capitalize our 
acquisitions, and live at ease upon the interest of the fund. For this 
we must make automatic and habitual, as early as possible, as many 
useful actions as we can, and guard against the growing into ways 
that are likely to be disadvantageous to us, as we should guard against 
the plague. The more of the details of our daily life we can hand 
over to the effortless custody of automatism, the more our higher 
powers of mind will be set free for their proper work. 

The case for the development of habits has never been stated 
more clearly. Do I wish to read? Then the extent to which I have 
made habitual certain mechanical movements of the eye across die 
printed page, the extent to which I have made instant recognition 
of the meaning of words practically automatic, along with other 
mechanics involved in reading, can I read easily, rapidly, and with 
pleasure. Do I wish to play the piano? Then the degree to which 
the sight of the score on the music sheet almost automatically trans- 
mits itself to the appropriate fingers, and in turn they to the appro- 
priate places on the keyboard, am I able to reproduce in delicacy 
of sound the music of the score. All this, of course, can be slid of 
the skills needed in walking, speaking, sports, most of the labors 

* Junes, William. The Principles of Psychology, voL I, p. 122. New York: 
Henry Holt and Company, 1890. 
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of one’s calling, particularly those involving mechanical compe- 
tencies, to mention a few areas of living only. 

James recognized then as we recognize now, that habits are 
framed through rigorous practice. There is no other royal road to 
habit formation. Simple observation indicated that in many areas 
of human activity responses became automatic through repeated 
efforts to react in a certain way. 

Meaning of practice 

Unfortunately, there has been much confusion in recent years 
over the question of drill and repetition. The older conception of 
drill as a means of habituating behavior reaction, assumed an exact 
duplication of a pattern of behavior until such behavior pattern 
became automatic. The past generation, schooled in the stimulus- 
response-bond (S-R bond) theory of learning, has held that learn- 
ing was a matter of repeated stimulus of a specific sensory neuron, 
which carried the stimulus to a series of connecting neurons in the 
central iv’m us system, which in turn carried the stimulus to a 
motor neuron where it produced an appropriate action response. 
Stated in another way, they explained that an S-R bond connection 
was made automatic by means of creating a neural pathway for the 
stimulus by constant repetition of a specific stimulus until a given 
response was made certain. This constant repetition of an exact 
stimulus was known as drill. 

Experimental evidence brought the validity of this theory into 
question. The widespread acceptance of die Organismic-Field 
theories of learning with the notion that the whole organism re- 
acted to stimuli rather than a single sensory neuron on a S-R bond 
circuit, led to a general discrediting of the older idea of the value 
of repetition and drill. Many superficially rejected al 1 ideas of prac- 
tice as a legitimate aspect of learning. This because practice was 
considered synonomous with the older discredited notion of drill 
and repetition. To avoid the possibility of confusion, practice is 
used here instead of the older terms drill and repetition, so long 
associated with an outmoded theory of learning. 

Practice, however, under modem conceptions of die learning 
process, remains an important aspect of learning. If learning is 
defined as the change in behavior whl-'h occurs as die learner 
makes repeated efforts to react in the most effective way possible 
to successive situations with which he is confronted, then practice 
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is recognized as an integral part of learning . 8 The concept of 
learning in this definition implies that one does not make a fully 
satisfactory behavior adjustment to a s'tuation at his first effort. It 
requires repeated efforts before the most economical and efficient 
behavior pattern is achieved in the learner’s reaction to a situation. 
The efforts of the individual to react repeatedly to a situation may 
be expressed graphically thus: 


j Individual 





mWVW 1 Situation"! 


Repeated efforts 


The significant differences in the conception of practice in the 
learning process here conceived in contrast to the older notions 
of drill or repetition in S-R learning, is that practice does not 
assume repeating the same identical activity. According to this 
theory of learning, with each effort to react to the situation there 
is some modification in the total behavior pattern of the learner, 
however great or minimal. At each successive effort at reaction a 
consequent change in the behavior pattern results. Under this 
theory of learning, the learner, in fact, during the process of learn- 
ing, never repeats his reaction twice exactly alike. At each effort 
at adjustment the learner begins a new approach based upon the 
consolidation of his previous efforts. He, in fact, makes a new and 
modified effort at adjustment. Therefore, repetition (drill) as 
formerly conceived in the learning process does not take place, and 
is not to be confused with the conception of practice in learning 
here presented . 4 

8 This definition is similar to one found in Gates, et at , Educational Psy- 
chology, Second Edition, p 200 New York- The Macmillan Company, 1042 
At this point the student should re\ iew those portions of Chaptc rs 2, d and 4 
where learning is discussed The modem concepts of Orgunisniic-Field 
theories of learning should he restudied in such sources as Hartmann, George 
W. Educational Psychology New York: \mcricar Book Compuiv, 1941; 
Hilgard, Ernest R Thermo * of Learning , New York: Apple ton-('cnhirv-€rofts, 
Inc., 1948; and Kingsley Howard L The 'Nature and Conditions of Learning . 
New York: Prcnticc-Hall, Inc , 1918 

4 See discussion of this point m Kingsley, Howard L. The Nature atut Con- 
ditions of Learning , chapter V, “Repetition/* and chapter XI “The Develop- 
ment of Motor Skills/' New York: Prentice-Hall, Inc , 1946. 
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4. Whot Principles Should Govern Practice? 

1. Practice should be emphasized where responses are to be 
automatic. If the modem theory of learning — which assumes 
learning is the modification of behavior through the process of 
experience — be correct, then the need of some practice in all 
learning is probable. Those complex behavior responses which 
need to be fixed and made automatic require extended practice. 
Special attention to the problem of appropriate practice should be 
given where skill learning is involved. 

2. Practice must be purposeful to the learner. Purposiveness is 
assumed to be a prerequisite of learning. Where it is necessary to 
make repeated efforts to achieve skill in adjustment to situations a 
strong desire to develop such skill is essential. Practice without 
the motivation of a strong desire to learn on the part of the 
educand has been found to be uninteresting, boring, and ineffective. 
When the pupil rather than the teacher determines to “practice to 
make perfect,” the experiences involved are challenging and pleas- 
ant. More than that, practice under these conditions assures a 
critical awareness of the nature of the goal sought, and provides a 
basis for an intelligent understanding of the modification of the 
procedural steps involved in the acquisition of the desired skill. 

3. Practice is more effective under mild emotional stimulus . 
Experimental studies have shown that certain types of automatic 
or near-automatic skill responses are achieved more quickly under 
the stimulus of certain forms of rhythmic music. The use of simple 
rhythmic melodies has long been practiced in facilitating the ac- 
quisition of automatic responses and speed m typewriting. Rhythm 
tends to relax muscles and aids muscular coordination. 

Rhythm, like most other aids to learning, must be used discrim- 
inatingly. In many forms of learning rhythm may prove a 
hindrance rather than an asset in the early stages of efforts at 
adjustment. To use a metronome in the teaching of the piano 
before the pupil has learned the position of the keys on the key- 
board is likely to inhibit learning. The same can be said for the use 
of music in beginning typewriting before the location of the keys 
has been learned. Again, after a class has reached a fair speed on 
the typewriter, it will be necessary to var the speed of the music 
or timing used to take care of varying rates of speed acquired by 
different individuals within the class. 
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4. Where a group engages as a unit if » practice , attention also 
must be given to the practice needs of individuals . It is possible 
to invlove all the members of a class in practice in the acquisition 
of a given skill. However, no two learners will respond in the same 
way in their efforts to acquire a skill. The alert teacher should help 
each to make his own approach in developing the skill in question, 
as each applies general principles of adaptation to the learning 
situation. After the gross aspects of the skills have been achieved 
by the class, in all probability increasing attention will need to be 
given to the practice procedures of individuals. 

5. Practice is more effective where the learner is aware of his 
progress . Experimental evidence supports our common sense con- 
clusions that one learns more expeditiously when he is conscious 
of his successes. The old saw, “Nothing creates success like suc- 
c ess/* has considerable merit. When behavior patterns are assumed 
to be modified with each effort at adjustment to a situation, a 
critical evaluation of the rightness of each effort, and any intelli- 
gent modification of each of the successive efforts, must be condi- 
tioned upon some knowledge of the degree of success of each 
preceding effort, and the possible source of incorrectness of the 
responses made. 

6. For complex skills a combination of wholes and part methods 
in practice may be more effective . In simple learning situations it 
it now advised that we try to learn by wholes instead of adding a 
series of parts. This is consistent with the Gestalt or Organismic 
theory of seeing and reacting to a total situation. The evidence, 
too, seems to favor this approach in learning through practice of 
the complete process of adjustment. However, in complex or diffi- 
cult learning situations, psychologists generally recommend that 
after some practice in the over-all response to fix the entire gross 
sweep of the response, attention be given to those sections where 
additional practice is necessary. It would seem a waste of time to 
practice all parts of a total complex skill just to master a few diffi- 
cult spots. It is important, though, after mastery of the parts to 
incorporate these difficult special parts into the whole in practice 
so that they become consolidated into the entire smopth-flowing 
skill process. 

7. Practice should be carried on energetically . The establishment 
of a skill is most efficiently achieved when practice is done vigor- 
ously. To attack a learning situation with zest in all probability 
carries with it a concomitant raptness of attention and enthusiasm. 
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so essential to efficient learning. It means a complete focus of atten- 
tion on the matter in hand. Such alertness creates within itself an 
exclusion of ordinary distractions, and a critical sense of awareness 
of the possible weaknesses and strengths of the responses made. 
This is important for evaluation and projecting a reasoned modified 
response into each successive effort to adjust satisfactorily to the 
situation. 

8. Practice should be carried on under conditions similar to those 
in which the skill will be used. This has become an important prin- 
ciple of learning. Studying skills put of context with their normal 
usage has not been found effective. For example, compositional 
skills are not learned by memorizing rules of grammar. Even the 
composition of traditional type essays does not provide as efficient 
skills in the formulation of reports for civic groups as practice in 
the formulation of reports in a real or somewhat analogous situa- 
tion does. It has been found that learning vocational skills apart 
from the conditions of the vocation is not as efficient as when the 
skills are acquired under conditions approximating their normal 
use. This has forced the schools, as far as reasonably possible, to 
develop skill learning under simulated conditions to those where 
the skill is used naturally. 

9. For most economical use practice periods should be short and 
liberally spaced. Considerable research has been done on the prob- 
lem of practice, decause conditions under which learning takes 
place are so varied, exact answers to the question of length and 
frequency of practice periods cannot be given. In. general, the 
simpler the learning and the younger the learnei the shorter the 
period. However, it appears to be generally agreed that approxi- 
mately thirty minutes may be the best length of practice period. 
For most learning, practice periods below fifteen minutes, except 
for children, were not long enough, while periods much in excess 
of an hour were wasteful of time. In general long periods should 
be avoided. 

Specific data is even less conclusive on the question of spaced 
practice periods. Mass practice — that is, continuous practice — 
until the skill is learned, is not economical. There should be liberal 
time lapses between practices. The length of these intervals de- 
pends upon the difficulty and complexity oi the learning involved. 
In difficult learning several hours to a day may prove to be satis- 
factory spacing periods. 

Many believe that time intervals are necessary between practice 
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periods to permit some unknown processes involved in learning to 
take place, which in effect consolidates the learning of previous 
practice periods. 

It is not the province of this book to enter into speculation as to 
why spacing of practice periods appears to be conducive to efficient 
learning. It is important only that we recognize maximum learning 
of skills takes place normally with practice periods relatively short 
in duration, and these spaced with several hours of rest between 
the periods. 

10. Where skilb are not to be used soon or often after learning, 
overlearning or occasional practice periods may be provided . At 
times it seems justifiable for the schools to teach youth skills they 
may not use for some time following their acquisition or which they 
may use only infrequently. To insure continuance of the skill in 
maximum retention, it is possible to practice the skill to a point far 
beyond normal efficiency. This is known as overlearning. The skill 
thus learned will not deteriorate as rapidly as when learned just to 
the threshold of efficiency or automotization. Rather than utilize 
the tremendous amount of time and energy required to overleam 
a given skill, it may be more economical of effort to plan occasional 
practice periods in order to maintain the skill at a reasonably high 
level. 


QUESTIONS AND PROBLEMS 

1. What is the accepted definition of review as used in this chapter? 
How does this definition contrast with the older, popular conception 
of review? 

2. How does review differ from drill? How are reviews and drills 
related? 

3. How does the present treatment of review fit in with the newer edu- 
cational point of view? Be explicit. 

4. Select one unit of a given subject in your special field of teacher 
preparation for review and show how the review can fulfill at least 
three of the purposes enumerated in this chapter. 

5. Why is organization of material and experiences into latter units 
desirable? 

6. Show how "gaining perspective” from a history review can be 
achieved. Be explicit. 

7. Of what value is the review as a means of diagnosing weaknesses 
in teaching? 

8. Select a topic or unit from each of three traditional subject fields of 
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the high school and determine a desirable method of review for 
each. 

9. How could we use the problem review in relation to experience 
units? 

10. List some points of guidance by which to determine when to review 
in certain areas. 

11. How can the teacher determine the adequacy of a review? 

12. Suggest motivation for a review in a specific foreign language unit 
in one of the subject fields for which you are preparing to teach. 

13. Make a plan for review in any unit of your teaching subject, using 
one of the methods suggested in this chapter. 

14. How may the review be used to* create wholesome attitudes toward 
school work? 

15. How would you describe changing ideas with respect to diill, repe- 
tition, practice? 

18. Have a panel discuss the question: “What is the significance for the 
teaching of “practice” of the change from the S-R bond to the 
Organismic-Field theories of learning?” 
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How Use Verbal Illustrations 
in Teaching ? 


1. What It the Nature of Verbal Illustration? 

Meaning of illustration 

Some of the recent writers on visual education and authors of 
treatises on method have tacitly, at least, given a very limited inter- 
pretation to the problem this subject involves. For many the alter- 
native for pure abstraction in learning and teaching appears to be 
such concrete materials as the student may see, feel, and manipu- 
late. If this implication were true it would be most unfortunate for 
education, since much of learning and teaching must and should 
necessarily remain on a non-visual basis. Most schools could not 
afford to provide a concrete basis for all ideational activity, even 
though it were possible or desirable. 

The problem must be considered from the vantage point of a 
larger perspective. While a dictionary definition should not be ac- 
cepted as final in a technical application to current usage, within 
specialized fields, it may shed some light on the basis of that 
technical use. “To make clear, intelligible, or apprehensible; to 
elucidate, explain, or exemplify, as by means of figures, compari- 
sons, and examples” — “To make clear or intelligible by concrete 
examples; explain by comparison or examples,” are quotations from 
the verb form of the subject of this chap r. They comprehend the 
total field of mental imagery, whether stimulated by word pictures 
or recourse to physical materials. 

361 
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It is obvious from these definitions that visual materials supply 
but one form of aid to understanding. Any adequate treatment of 
the learning process and teaching technique must recognize two 
mam forms of aid to the clarification of thought. Roughly, these 
may be classified as word symbolism and concrete materials. Anec- 
dotes, stories, descriptions, word pictures that stimulate the imag- 
ination, or recall of incidents of student experience may serve to 
provide the mental imagery necessary to clarify an abstract idea or 
principle in learning. The older educators depended upon this form 
of illustration almost exclusively. In recent years concrete materials 
— visual aids — have received extensive consideration, and have 
led some writers in methods to ignore or treat very incidentally 
what possibly should be considered still the larger aspect of illustra- 
tion. 

Importance of illustration 

The ability to think abstractly is one of the most difficult of hu- 
man accomplishments. The philosopher is popularly supposed to 
have achieved, to a very marked degree, the power of sustained 
abstract thought. It no doubt accounts in part for the reason 
philosophy has never been a popular pastime of the masses Books 
of a noticeably abstract character seldom achieve popular acclaim. 
The eminent English playwright, George Bernard Shaw, on a visit 
to America rather facetiously remarked during an interview that the 
reason he was famous, while others were not, lay in the simple fact 
that he did some thinking at least twice a week. Psychologists have 
been wont to assert that real thinking was done very infrequently 
by the average person. By that assertion they meant that few 
people engaged extensively in pure reason — abstract thinking un- 
supported by definite imagery. 

Much of what is accepted in common parlance as thinking is 
closely associated with mental imagery. Most people find it ex- 
ceedingly difficult to carry on ideational activity, apart from the 
crutch of vivid mental imagery, to give significance and color to the 
idea. Effective public speakers have long recognized the importance 
of clothing their thought in rich mental imagery if they expected 
to get ideas across to the listeners. It is a recognized art of public 
address carefully to select pertinent mental imagery to clarify ideas. 
The student of public speaking is thoroughly drilled in the import- 
ance of imagery, and the wise selection and use of vivid word pic- 
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tures, incidents, or stories as a prerequisite of convincing address. 

For the past quarter of a century professors of speech have never 
failed to direct the attention of youthful aspirants for platform 
power to the vivid imagery of the justly famous Cross of Gold 
speech of the late William Jennings Bryan, delivered at the Demo- 
cratic National Convention in 1896. For thirty years following that 
famous political speech the Great Commoner had no peer on the 
American platform. The secret of the power that drew thousands 
of people to his addresses, as it were by a magnet, many of them 
traveling fifty to one hundred miles and sitting or standing in all 
kinds of weather to listen for *two hours to that golden flow of 
words, can, be found in part by a careful study of the Cross of 
Gold speech. It is replete with striking vivid imagery. The closing 
words of the address: “You shall not press down upon the brow of 
labor this crown of thorns; you shall not crucify mankind upon a 
cross of goldP while no doubt the most vivid and telling imagery 
of the address, are characteristic of both that convention speech 
and the art ot public address that made Bryan famous on the 
platform. It is equally true that the great ministers of pulpit fame 
have owed much of their power to the wealth and vividness of the 
mental imagery with which they clothed their thought. It must not 
be forgotten, however, that some of the worlds greatest thinkers 
have not been facile in the use of illustration to give clarity to their 
thought. The reason most people respond to those who use imagery 
freely to give tangibility to their ideas is that they themselves do 
most of their thinking through such media. 

Visual and mental imagery 

In the evolution of human thought the tendency has been more 
and more in the direction of the abstraction of ideas from the 
framework of various forms of imagery. Primitive man found it 
difficult to think apart from definite imagery. He found it equally 
difficult to convey ideas abstractly. Pictographic writing — the 
conveyance of ideas to others by means of pictures — i* the earliest 
beginning of modem writing of which man has record. A hunter 
of a primitive people observes a herd of wild game moving off on 
the horizon. He cannot describe in word language what he sees, 
or his plan of action. He must resort to picture drawn on a piece 
of bark or a rock to transmit his ideas to members of the tribe who 
might pass that way. He tries to draw a picture that resembles the 
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animal in question — a rough sketch of the landscape to point the 
direction where the herd was seen, and some pictorial representa- 
tion of what he plans to do about it. The hieroglyphic writing of 
the Egyptians was a distinct advance upon the pictograph, because 
ideas began to be transmitted in part through symbols that did not 
in themselves give a clear visual reproduction of the imagery or 
idea the symbol tried to call forth. The Chinese character lan- 
guage is but a few stages removed from the earliest pictograph. 

The earlv North American Indian piovides a splendid example 
of the reliance upon visual and mental imagery to aid thought. 1 
For example: 'The Omaha Indians reckoned time by ‘sleeps/ If 
an Omaha were asked how long a journey he had taken, he would 
say that it had taken so many ‘sleeps/ A Kiowa Indian, if asked 
the same question, would say that it had taken so many ‘darks/ . . . 
When, at length, a unit of time larger than a few days was needed, 
the time from new moon to new moon served very well. This 
measure of the time was the moon or month.” After language of a 
highly abstract symbolical form had been invented it was possible 
to eliminate definite visual imagery through pictographs and ges- 
ticulations to convey ideas. Even then, among peoples of early 
times, we find “word pictures” used as a substitution. These con- 
tinue to be used extensively today, even among those considered 
highly educated. 

If, in the childhood of the race, excessive dependence was placed 
upon visual and mental imagery, it is to be expected that child- 
hood and youth will lean heavilv upon visual and mental imagery 
as the framework of ideas. Childhood, and to a lesser degree youth, 
lack the mastery of highly inflected language symbols for idea- 
tional thought and expression Modem language symbols are 
highly complex, artificial, and extremely abstract. Further, experi- 
ence adds a wealth of imagery that becomes the basis for the 
abstraction of ideas and concepts. It seenTs necessary to have this 
accumulation of data from experience to build up adequate ideas, 
as well as to correct erroneous ones. A child whose acquaintance 
with dogs is limited to the family pet, a black poodle, may acquire 
an entirely erroneous idea of dogs. If later he were to see a massive, 
light-brown St. Bernard, there would be a violent clash of imagery 

1 The Story of Our Calendar , pp 4-5. Prepared under the auspices of the 
Committee on Materials of Instruction of the American Council of Education, 
Washington, American Council of Education, Achievement of Civilization, No. 
4, 1933. 
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and the resultant concept of a dog would be vastly different from 
the one hitherto accepted. 

While the value of training in abstract thinking is desirable and 
should form a larger part of adult experience, it is necessary to 
recognize that immature youth, by habit and by limitation of 
ability, has utilized imagery as the framework of thought and the 
accumulation of ideas. Indeed, it is imperative that education 
shall provide the child and youth with a wealth of imagery ex- 
perience so that he may the better abstract the essential ideational 
elements for accurate thought procedures. Indeed, few adults find 
it satisfactory or feasible to do much abstract thinking. Psycho- 
logically, it is doubtful if man ever will. 

Problem of verbalism in teaching 

Quite unmindful of the evident need of rich imagery for adoles- 
cent learning, much of our teaching tends to rely on word symbols 
through which to express ideas. A brief study of high school text- 
books oi the past twenty-five years will reveal how abstruse they 
have been. The teacher who followed the trend of the textbook in 
his teaching method led the student to acquire a vocabulary of 
many words, but often without much understanding. Former 
United States Commissioner of Education Tigert never tired of 
telling an experience he had in a school in the Blue Ridge Moun- 
tains of North Carolina. While visiting a school nestled back in 
these mountains, he asked a number of questions of a bright girl 
about geography. She, parrot-like, described the mountain chains 
of North America, locating the Appalachian Mountain and describ- 
ing them in some detail. Then Mr. Tigert asked if "he had ever 
seen the Appalachian Mountains. With the perfect assurance of 
innocence she informed him that she never had. This astonishing 
declaration, when at that moment she stood in the very heart of 
them! In English composition we have too generally assumed that 
the mastery of definitions insured correct expression. Recently, an 
old school purist, interviewing candidates for a position on his high 
school staff, became very much agitated because some of the can- 
didates could not give the rules for the use of predicate nomina- 
tives, among others, nor could they too readily recognize the rules 
that applied in certain examples subn tted to them for analysis. 
The fact that the chief offender had had several years of very suc- 
cessful teaching experience, and had more than ordinary facility in 
language usage, mattered not at all 
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The author remembers vividly a county teachers* institute where 
a round table discussion was in progress over the results of an 
objective examination given to seventh- and eighth-grade pupils 
throughout the county. One section of the examination, devoted 
to composition and grammar, contained two questions on the sen- 
tence that were illuminating in the responses pupils had given. 
Statement 1 read: “A sentence is a group of words expressing a 
complete thought/* True-False. Statement 2: “This is a sentence: 
A bushel of apples/* True-False. When the results of the examina- 
tion tabulation for these questions were consulted, it was found 
that every pupil had checked correctly statement 1; but almost 50 
per cent of these same pupils had declared statement 2 correct. 
The results were disillusioning, and very much of a shock to the 
English teachers present. It was a classic example of the way 
teachers in most subjects for a generation past have taught words 
to their classes with a naive belief that parrot-like repetition of 
words and understanding were synonymous. 

The crux of the difficulty has been the failure of both teachers 
and textbook writers consciously to recognize that language is 
but the symbol of ideas; and words are but the accepted combina- 
tion of artificial figures called letters, to which arbitrary meaning 
has been assigned. A highly inflected language, such as most 
modem peoples employ, has none of the imagery inherently asso- 
ciated with Egyptian hieroglyphics or Chinese characters. Hence, 
the arbitrary meaning of words must be taught 2 Our words sun, 
moon, mountains, have no pictorial interpretations but rely upon 
the arbitrary assignment of meanings, while these same words in 

© 2 ) 

Old Chinese symbols for sun , moon and mountain 

a >3 

Chinese characters of sun, moon , and mountain 

2 See, for interesting discussion of this problem. The Story of Writing, Com- 
mittee on Materials of Instruction of the American Council on Education, 
Achievements of Cnilization, No. 1, Washington, D C , 1932 
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Chinese carry suggestive imagery in the character formations them- 
selves, as may be seen from the illustrations on page 366, taken 
from The Story of Writing , which show the evolution of the char- 
acter formations from the ancient Chinese pictographic language. 

Language symbolic of ideas 

Two subsidiary problems for student and teacher immediately 
come to the fore with a recognition of modern language as arbi- 
trarily symbolic of ideas. The first concerns the relation of adequate 
apperceptive background to the correct ideational content of word 
symbols. If arbitrary meanings must be given words, then the 
nature of the experience one brings to a word must determine for 
him its ideational symbolism. A teacher of long experience had a 
son nearing graduation from the university. Suddenly one day she 
discovered, through a chance remark, that through the years they 
had used the same words for colors with totally different ideational 
content. He was color-blind. It has frequently been said that many 
a bitter argument would have been avoided had the parties con- 
cerned first assured themselves that words had the same meaning 
for both. The way differences of apperceptive approach to the 
symbolism of words may bring to naught the best efforts of the 
teacher, unless carefully watched, is recounted by Professor C. H. 
Ward. 8 He vouches for the authenticity of this incident that oc- 
curred in a class which was beginning the study of Scott’s The Lady 
of the Lake . 

The class had wrestled with that harp that moldering long had hung 
and was trying to visualize the scene in *he opening stanzas. Scott 
took pains to make a picture full of vivid details, so that a leader might 
start with a definite impression of the setting. You may recall some 
of the lines: 

The stag at eve had drunk his fill 

Where danced the moon on Monan’s rill; 

And deep his midnight lair had made 

In lone Glenartney s hazel shade. 

■ ■••■..•a 

Tossed his beamed frontlet to the sky. 

A moment sniffed the tainted gale 

With one brave bound the copse he cleared. 

8 Ward, C. H. W hat is English ?, pp. 444-445. Chicago: Scott, Foresman 
and Company, 1925. 



368 Using Verbal Illustrations 

The teacher detected something peculiar in an answer to a very 
commonplace question about this setting of the poem. Fortunately 
for him and for that portion of the world that likes a funny story, his 
mind was not keyed to “an affection that springs from delight," but 
was curious to find out what mental picture was in the mind of this 
boy who answered so oddly. He dnected his probe with a genius 
that will always excite my admiration and that should inspire the rest 
of us to emulation. He inquired, “What is a stag?" Remember, else 
you will lose the point of this section, that the boy’s answer was not 
taken from Judge or Life , but was given in an actual classroom. He 
replied, “Why-uh, a stag is — is when a fellow hasn’t got any girl." 
(Laughter.) 

You laugh at the “limited vocabulary." Stop laughing and think of 
what a certain notable passage of literature had meant to that boy. 
It was this sort of stag who had “drunk his fill" — not improbably 
he had been drinking at Monan’s Grill. It was this sort of stag who 
made a “lair" at midnight. What the beacon red was, or the warder 
call, or the beamed frontlet, will never be known, but we can guess 
at “the tainted gale” — it was natural for a stag who had been at 
Monan’s until midnight. We know about the copse. The boy had 
pictured this kind of stag, after this kind of night, as having the 
vitality to leap over several cops. 

It is of the utmost importance that the apperceptive basis for 
the pointing of word meaning be assured, or provided in its 
absence, by the teacher. It is often disastrous to assume the com- 
monality of the word meaning that does not exist between teacher 
and different members of the class. 

Closely akin to the difficulty suggested in the incident above is 
another that does not result mainly from provincial usage, but prin- 
cipally from the accepted differences in word meanings. For ex- 
ample, the word '‘run” has totally different meanings and calls forth 
varied mental imagery, dependent upon the context in which it is 
used; for example: The lady has a run in her stocking; the boy runs 
a race; the motor runs smoothly; there was a run on the bank; he 
runs a saw mill; the conversation runs on interminably; the engin- 
eer's run is a long one; the store runs an ad in the paper; a beautiful 
love theme runs through the story, etc. Or again, the use of the 
word "fire" mav carry totally different meanings, as a few examples 
will illustrate: The fire is hot; I saw him fire die shot; he must fire 
several employees. The teacher can add almost indefinitely to the 
varied meanings these words and scores of others have in accepted 
usage. 
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Dale, in a study of the Thorndike Word List, 4 makes this perti- 
nent observation on the frequency of homographs in current usage: 
The number of homographs, unfortunately, is far greater in the 
words of high frequency than in the words of low frequency.” The 
word “run,” cited above as an example, appears in the first five hun- 
dred most frequently used words. It is necessary, therefore, to 
insure wide acquaintance on the part of the student with the many 
possible interpretations a word may have. Not to know the possible 
meanings of a word under the varied circumstances of usage is to 
condemn the student to miss many ideas others may wish to convey. 
Worse still, he may even seriously misinterpret the expressed intent 
of others. An added difficulty of language symbolism at once be- 
comes evident. Where words legitimately carry so many and such 
divergent meanings, it is essential to the teacher to assure himself 
that the proper mental imagery appropriate to the situation is 
called up with the use of a word. The danger of false concepts as 
a result of teaching abstractly is thus all the more apparent. 

2. How Can Word Symbolism Be Used Effectively? 

Purpose of non-visual illustration 

No one can doubt the importance of non-visual illu°tration in 
teaching. No one can question the problems incident to the use of 
a highly inflected language so abstract that mental imagery must 
result from an artificially assigned significance meaning given to a 
word. At least two major considerations confront the teacher who 
would use word symbolism effectively; namely, purpose and correct 
usage. Correct usage, however, is dependent upon a full under- 
standing of what are the specific purposes served by non-visual 
illustrations. While those given below apply in general to visual 
as well as to non-visual illustrations, there are purposes served by 
word symbolism not aided by the imagery awakened through the 
use of visual illustration. 

1. To attract attention . Good teachers know the value of a strik- 
ing incident, a gripping story, or a humorous anecdote to bring to 
attention a class growing listless through too continuous an effort 
to do abstract thinking unrelieved by much mental imagery. The 
teacher who has a repertoire of good illu. rations at hand usually 
maintains full class attention. 

4 Dale, Edgar. Evaluating Thorndike's Word List , p. 454. Educational Re- 
search Bulletin, Ohio State University, vol. 10, No. 17 (November 25, 1931)« 
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2. To facilitate reasoning and understanding. The most cogent 
reason for the use of illustrations is to aid understanding. Often- 
times an incident, a story, or an explanation through comparison 
of the elements of similarity of the problem in hand with another 
tiie student knows, will lead the students to a flash of understand- 
ing. So many aspects of normal experience have elements of com- 
monality with new problems being attacked, that to awaken a 
mental imagery of these elements of similarity enables a baffled 
student to see the relationship and then to abstract the idea or ideas 
involved. For example, a student in physics is having some trouble 
understanding the application of principles in the fulcrum. A re- 
call of the vivid imagery associated with childhood experiences in 
balancing teeter-totters may illuminate a most difficult problem 
that purely abstract mental activity had not solved. The value of 
a homely story to provide a mental imagery that strikingly portrays 
relationships is well known but too seldom used in the classroom. 
Abraham Lincoln was a master of the use of the story to arouse 
imagery directly applicable to an obtuse point that made the logi- 
cal answer to the problem obvious. Teachers too often have acted 
as though they felt such a procedure to aid understanding beneath 
the dignity of the classroom. So thought the colleagues and politi- 
cal associates of Lincoln; yet he managed, through the story and 
anecdote, to aid others to get at the essence of a troublesome prob- 
lem where the proponents of a high plan of abstract thinking often 
failed. Most people can think better if they tie their thinking to 
some definite mental imagery — the recall of incidents, stories, com- 
parisons of things experienced, or events observed — that contains 
significant elements applicable to the problem at hand. Many re- 
quire this mental imagery as the vehicle of thought through which 
they abstract ideas and carry on creative thought. 

3. To vivify realization or experience. A student may know a 
fact, an axiom or principle, or some conclusion, but it has not im- 
pressed him much. It is therefore likely to have been forgotten 
quickly. Or, while he may know that something is very important, 
he has not sensed its true importance. A well-chosen incident or 
story may make its significance so vivid that it will not soon be 
forgotten, or the student will recognize how valuable this experi- 
ence or fact may be for the solution of future problem! or inter- 
pretations of subsequent experiences. A high school teacher of 
biology, while discussing an important phase of metabolism, ie- 
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marked to the class that in a recent examination given a class in 
biology in the university, the same question he had asked them the 
day before was asked in this university class. The teacher asked his 
class why they thought such a question should be repeated in an 
advanced university class in biology. The incident was deftly used 
to make vivid to the class the importance of facts just learned for 
any advance study in this field. 

4. To stimulate the imagination and provide incentive for action. 
The propagandist knows full well the power of word picture, story, 
and incident to fire the imagination, arouse the emotions, and incite 
to action. It may be the quack or high-pressure advertisement with 
its lurid word picture of miraculous cure-alls for ailing folk, or the 
marvelous short cuts to power or riches grippingly depicted, that 
robs the ailing of millions each year and accounts for the respon- 
sible estimates of over twenty-five millions annually pouring into 
the coffers of the gold-brick artists. The demagogue knows the 
power of word pictures to excite the mob to a state of frenzy, as 
exemplified in ihe locrudescence of the K.K.K. movement following 
World War I. The vivid imagery of word picture stimulating the 
imagination can be used as well to lift individuals or groups into 
realms of sublime ecstasy and resolution to worth-while action. Un- 
fortunately, in our emphasis upon cool, rat ; jnal mental processes 
as the sine qua non of ideal academic procedure, we have seriously 
cramped the larger possibilities of intellectual development of the 
adolescent through the failure of adequate stimulation of the imag- 
ination and the will to intellectual activity. We have also sadly 
neglected the third function of adolescent education laiv! down in 
the opening chapter of this book, namely, the education of the 
affective nature of youth. No more powerful instrumentality lies 
at hand to the teacher for the development of attitudes and ideals 
than the use of the vivid imagery of word symbolism to stimulate 
the imagination and, through it, the affective life of the individual. 

How to use non-visual illustrations 

To make the use of the illustration most effective, certain pre- 
requisites must be observed. The standards suggested do not apply 
with equal force in every situation. Obviously, the purpose of the 
illustration must condition certain factors i its usage. 

1. Use illustrations common to student experience . The real test 
of the wide-awake teacher lies in his ability to apply illustrations 
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from student experience. It is easy to assume identity of student 
background with that of the teacher. If examples from everyday 
practice are used, care must be exercised that the examples are 
from the practices of the community where used. Some years ago 
die author spoke to a group of young people in Chicago. To illus- 
trate his points, frequent reference was made to farming practices 
with which he was familiar in the Middle West. It was a matter 
of embarrassment and chagrin, after what the speaker had con- 
sidered an effective address, to have young people come at the 
dose of the session to inquire the meaning of certain references. 
It was evident some important ideas at least had not been clarified 
by the illustrations used. A professor of English recendy com- 
plained that most of the Biblical allusions of the old classical writers 
were lost upon the majority of the present generation of college 
students. The heterogeneity of social and educational background 
of present high school students makes the use of illustrations com- 
mon to the experience of the class exceedingly difficult. 

2. Use simple illustrations the meaning of which is obvious. The 
illustration may be within the range of student experience, but so 
complex or involved as to render its meaning difficult to grasp. 
Long, cumbersome stories, incidents encrusted in much detail, or 
subtle allusions are likely to miss the mark, except for a few of the 
brighter students. Subde allusions, particularly, are undesirable in 
most dassroom situations. The problem of understanding is not 
likely to be troublesome with the brighter section of the class, and 
the true value of the illustration lies in its effectiveness for the com- 
prehension of the slower, weaker members. 

3. Use illustration that actually illumines the idea. There is 
nothing so pointless as an illustration that does not illustrate. The 
least of its evils is the waste of time. Bewilderment, misinterpreta- 
tion, disgust — one or all may result. A story, incident, allusion, or 
comparison should have one central idea that applies to the situa- 
tion. Often one thinks he has a good illustration when a little 
analysis reveals the application as most superficial, and reflection on 
the part of the student is likelv to lead to erroneous deductions. 

4. Use illustration that does not permit the framework to detract 
from the idea it dlothes Unusual language should be avoided since 
it attracts attention to itself and consequently the essential idea is 
lost. For example, the dialect in which an idea is clothed mav 
become focal in attention, as the imitation of the peculiar racial char- 
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acteristics — Irish, Negro, etc. Striking, excessively vivid word 
pictures are subject to this misdirection of attention, as are descrip* 
tions that warp the resultant imagery out of normal proportions. If, 
to give some idea of the depth of the ocean, one were to suggest 
that all the houses in a named village, placed one on top of each 
other, would not reach to the bottom of the ocean, the chances are 
the students’ attention would be focused upon the contemplated 
picture of house piled upon house and miss the appreciation of 
depth. Again, the student might become greatly troubled to under- 
stand how you knew the combined height of the houses in question. 

5. Use illustrations approximately accurate. The accuracy of ele- 
ments in the illustration should be accepted without question. A 
teacher was describing a certain geographical spot of interest in a 
foreign country which she had not visited. For all practical pur- 
poses the description served its purpose, but one student, who had 
visited this place, immediately called attention to a minor inac- 
curacy in the description. For that student, and probably for most 
of the class, the purpose of the reference was lost in the focusing 
of attention on an inconsequential inaccuracy of description. 

6. Use sufficient illustrations to insure abstraction of essential 
idea . One writer warns against too many illustrations; another in- 
sists that danger lies in the use of too few. Judged in the light of 
extended observation, the danger would seem to lie in under- 
rather than over-use. The besetting sin of the inexperienced teacher 
is the impatience to cover ground. What is obvious to the modem 
teacher, with a major or minor preparation in the fields taught, is 
not obvious to the immature high school beginner in the subject. 
The patient, careful guidance of the student, with many illustra- 
tions where needed to illumine trouble spots in his development of 
thought, is the teaching situation to be devoutly sought. Very few 
have been observed to have achieved it. Most teachers teach in an 
environment of excessive abstraction. Progress in learning is not 
to be considered synonymous with the coverage of pages in the 
textbook, nor the absence of illustrative aid given. The extent to 
which illustrative aid should be given must remain a matter of dis- 
cretion on the part of the teacher. Whether the student is dull or 
bright, the class a fast- or slow-scction group, the relative difficulty 
of the subject, whether predominantly t! night or memory in 
nature, are factors the teacher must keep in mind. 

7. Use illustrations at times vivid and realistic . Vivid and realis- 
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tic imagery should be evoked with care. None die less, for pur- 
poses of attracting attention, to impress an important point in 
memory, or to arouse such emotional response as to lead to activity 
or the formation of attitudes, this form of illustration is most valu- 
able. Who will soon forget the vivid picture of the chariot race in 
Ben Hur? A score of years have passed since it was read, but vivid 
mental imagery still remains. Similarly, indelibly stamped on mem- 
ory is one tense scene in Cooper’s The Red Rover, where the pirate 
ship, unknown to the crew of the fleeing vessel, and incidentally 
also to the reader, has fastened a cable to the ship in flight so that, 
in spite of desperate efforts to felude the pursuer, no appreciable 
gain can be observed in the attempted escape. Of this graphic 
scene it is said that the great Dana agitatedly paced the floor as he 
read it. Every teacher can recall word pictures that have left be- 
hind vivid mental imagery; some pleasant to recall, others un- 
pleasant; some that have produced lasting values in attitudes estab- 
lished, while others would be better forgotten, if it were possible. 
A keen-edged scalpel is a dangerous weapon in irresponsible or 
unskilled hands; a benefaction to mankind in the hands of a skilled 
surgeon motivated to helpfulness. The competent, socially minded 
teacher can make telling use of vivid imagery. 

8. Use illustrations for the most part prepared in advance. The 
same reasons for using questions which have been carefully thought 
out in advance, discussed in the previous chapter, apply with even 
greater force to wo/d symbolism. Illustrations are more complex 
and subtle. All too frequently they do not illustrate l*ccause the 
mental imagery aroused does not coincide with the idea it is ex- 
pected to clarify. Careful scrutiny of the word pictures to be em- 
ployed at crucial points in the lesson will greatly insure their 
applicability. As in the use of the question, many illustrations will 
necessarily be required where unexpected. If careful preparation 
has been made against possible contingencies, the chances that 
inappropriate mental imagery will be aroused are reduced to a 
minimum. 

9. Illustrations should he varied. A constant diet of Stories soon 
palls, no matter how appropriate. The possibilities in- story, inci- 
dent, anecdote, description, comparison, etc., offer almost unlimited 
opportunity for variety. Individual differences in the mental reac- 
tions of students will best be served by a wide range of illustrative 
forms. 
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10. Use sparingly illustrations of personal-experience type . It is 
natural that one’s personal experience should be most vivid and 
replete in mental. imagery. It is most natural that recall should 
bring to the fore appropriate expeuences to fit a given situation. 
Frequently, if used judiciously, it is a most valuable form to use. 
The danger lies in the impression of egotism that may be left as 
an unwholesome aftereffect. No hard and fast rule can be laid 
down. The effectiveness of personal experience as the source for 
illustrative data differs with different teacher personalities. The 
safest rule to follow is to use sparingly personal reference for illus- 
trative purposes. When it is used, avoid as far as possible the first 
personal pronoun. 

QUESTIONS AND PROBLEMS 

1. Define the word illustration as it is technically used in education. 

2. What are the two main forms of aid used for the clarification of 
thought? 

3. List as many means as possible by which abstract ideas and prin- 
ciples may be clarified in teaching. 

4. Why is word imagery so effective in transmitting ideas? 

5. Notice how much imagery your minister uses in his sermons. Why 
does be use it so much? 

6. What is abstract thinking and how do we achieve the ability to do 
abstract thinking? 

7. What is the most important relation that must exist between the 
teacher’s word symbolism and the students background of ex- 
perience? 

8. Name the primary educational values that visual illustration may 
provide which pure word symbolism does not have foi the ado- 
lescent. 

9. List and discuss the importance of the characteristics of good non- 
visual illustrations. 

10. What preparation should the teacher make for the use of non-visual 
illustrations? 

11. What are the senses we rely on largely for the transfer of ideas, and 
what are their limititions in educational work? 

12. From your own experience as a student, give concise reasons why 
particular illustrations were most valuable to you. 
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How Use Effectively the Concrete 
Illustration in Teaching ? 


1. Wbt Is the Nature of the Concrete Illustration? 

Need for concrete materials as illustrative devices 
Recently an educator remarked that it was somewhat embarrass- 
ing for one in his position to be the father of an adolescent boy of 
superior ability, who was, however, so auditory-minded he could 
not pass a good written examination at school. Yet this boy was 
thoroughly informed, and if subjected to an oral examination over 
his general knowledge could acquit himself with honor. 

While it has long been recognized that we leani through the 
traditional five senses, with the resultant imagery visual, auditory, 
tactile, etc., the school has restricted itself largely to the auditory 
and the visual. As pointed out in the previous chapter, abstract 
word symbols rather than concrete aids to learning have been most 
extensively used by the teacher. 

Psychologists have long recognized that some people are able to 
think abstractly, while others are more dependent upon concrete 
materials as aids to thought. It has been generally recognized that 
the more brilliant the individual, the greater his power of abstract 
thought; and conversely, the lower the mentality, the greater the 
dependence upon visual imagery as a vehicle of thought. This is 
not always true however. Some very capable individuals seem to 
react more effectively in the environment of visual imagery. 

There is practical agreement, however, that many of the normal 
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experiences one has are associated with visual imagery. We can 
dismiss, (or what it is worth, the exaggerated claims of the pro- 
tagonists of visual education that 90 per cent of all sensory impres- 
sion is visual, and still grant the obvious fact that a significant part 
of experience results from visual imagery. If so, a sound basis is 
laid for the demand that secondary education give a much larger 
place to visual aids than heretofore. 

One may build up very erroneous mental imagery when de- 
pendent upon word symbolism for his ideas of a definite place or 
tiling. In spite of an elaborate word picture of a modern telephone 
transmitter, if a youth had never* seen one, he might easily fail to 
recognize it when casually brought into its presence. The mental 
imagery set up as a result of description might bear but little re- 
semblance to the visual imagery the thing itself produced. 

The author will not soon forget the shock that resulted from 
his visit to the famous Gettysburg battlegrounds. From the de- 
scriptions of the battles contained in the American histories studied 
in the secondary school, a very definite mental picture had resulted 
of the terrain and of Pickett’s charge across the valley and up the 
slopes, to be turned back at the crest of the mountain time after 
time in what proved to be the "high water mark” of the rebellion. 
When the party reached this particular spot, the guide said, "Here 
is where Pickett made his famous charge, leading his troops from 
that road you see about a quarter of a mile distant. Here is the 
monument that marks .the farthest point Pickett’s men were able to 
penetrate the Union lines.” The author stood in blank astonish- 
ment at tiie picture as it was. Instead of a long, steep, mountain- 
side at an angle of at least 45°, the party looked out over a rela- 
tively flat terrain with but a suggestion of a knoll, that gradually 
rose, so it seemed under the shock of disillusionment, not over 
twenty or twenty-five feet above the level of the road from which 
the charge began. The difficulty here clearly arose from the differ- 
ent imagery aroused by words. No doubt the word “slope,” if 
actually used by the historian, whose description led to the grossly 
exaggerated imagery of a mountain, did not have the same conno- 
tation for the reader as it did for the historian. 

When one describes to another a beautiful flower, its shape, color, 
size, etc., the resultant imagery will be vastly different from the 
imagery obtained from seeing the flower with one’s own eyes. It 
may be described as red — but what shade of red? It may be said 
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to be round — but the term is used so loosely that the quality or 
degree of roundness is still subject to vastly different imagery 
depending upon the experience of the listener. It was this impos- 
sibility of transferring to the mind of another identical imagery 
through word symbols that caused Rousseau to voice this dictum: 
"In general, never substitute a sign for the thing itself.” Kinder 
has suggested the sources of learning might be listed in the follow- 
ing descending order of their effectiveness: 1 

1. Things one experiences directly. 

2. Seeing something through media of pictures, films, or models. 

3. Hearing about it from someone who has experienced it at first hand. 

4. Reading about it — least effective. 

Types of visual materials 

Tne number of visual materials available to the teacher is al- 
ready large, and growing in both number and refinement. No 
classification u these materials could be made that would not be 
subject to some adjustments as the teacher considers their uses. 
Broadly, these materials can be classified into two categories con- 
sidered from the standpoint of usage — those available in the con- 
fines of the classroom or at least within the school, and those by 
nature separated from the school building and classroom. 

I. Classroom visual aids. 

1. Pictures — photographs, art pictures, lantern slides, film slides, 
motion pictures, television, stereopticons, opaque projectors. 

2. Semi-pictorial devices — maps, charts, diagrams, graphs, black- 
boards, bulletin boards or display boards. 

3. Objects — globes, models, specimens, small aquariums, science 
laboratory equipment. 

4. Demonstration — dramatization and laboratory demonstration. 

II. Field and excursion visual aids. Nature-study trips to field and 
park, factory and commercial establishments, museums, govern- 
mental and civic institutions, places of scenic and historic interest. 

Principles governing selection of concrete materials 

Unless the teacher uses wisdom in the selection of concrete mate- 
rials, excessive waste of pupil-teacher er.rgy will result and the 

1 Kinder, James S. Audio-Visual Materials and Techniques , p. 51. New 
York: American Book Company, 1950. 
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school will become involved in unnecessary costs for questionable 
materials. A few standards set up to guide in the selection of visual 
aids, if faithfully adhered to, will help the teacher avoid many pit- 
falls in their use. 

1. Need for visual aid. Not all types of learning could profit by 
concrete aids. Visual aids for memorized learning would be of 
doubtful assistance. Simple types of learning may not justify the 
effort which the selection of such aids would entail. It is well to 
determine first that a real need exists in the learning situation itself 
before visual aids are employed. 

2. Cost of materials. The cost of materials is a variable factor 
in the selection of visual aids. It depends upou a number of con- 
tingencies other than the absolute value of the article itself. The 
general value of a motion-picture machine may be granted at once 
and its desirability acknowledged, yet it may be that the limited 
budget of the school would mean the denial to the school of every 
other form of concrete material for the year. On the other hand, 
in a school whose budget amply provided for large outlays for 
material devices, the cost probably would be considered nominal in 
consideration of the added values the machine would bring to the 
teaching effectiveness of the school. 

3. Availability of materials. The stage of the auditorium may be 
desired for the dramatization of some special work in the literature 
class. It is not essential to the understanding of the drama under 
consideration, but it would enliven interest in it and bring out more 
clearly elements for appreciation. However, the stage is all set for 
a senior-class play and would require considerable adjustment to 
make it available for the other activity. For all practical purposes 
the auditorium is not readily available. Again, the class is studying 
civil institutions and would profit considerably from a visit to a 
juvenile court. The nearest one, a good one, is in a city some thirty 
miles distant. The question the teacher must consider is whether 
the importance of the experience, adjustment of schedules to make 
a Saturday visit feasible, etc., make this juvenile court available or 
not. 

4. Economy of time in use of visual aids. Sometimes ^ device 
may have value, but to use it means to sacrifice other important 
elements of the subject. When these alternatives arise, it would 
seem that visual aid must justify its use beyond question or be 
rejected as wasteful of time. 
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5* Effectiveness of visual materials . 2 Another criterion that needs 
critical application is the real value of the visual material as an 
educational device. Not all so-called visual aids actually aid learn- 
ing. Experimental evidence, for instance, seems to show beyond 
doubt that still life is not effectively portrayed by motion pictures. 
The wise teacher will study types of visual materials in the light of 
available experimental data and personal observations before 
adopting them for teaching purposes. A weakness in some forms 
of materials is that the novelty of the material devices so detracts 
from their functional significance that the effectiveness is lost or 
greatly impaired. 

6. Adaptability of materials . “Can the materials used in this 
situation be used in others?" is an important question to consider 
in the selection of visual aids. The purchase of an article that can 
be used to illustrate a number of ideas in the coures of the year is 
obviously of more worth than one half as costly which can be used 
to illustrate but one thing in the course. A physics teacher reported 
that the most valuable piece of equipment to be had was an old 
mechanical cream separator, since it could be used to illustrate 
so many principles of mechanics. 

7. Permanence of materials . Materials that do not outlive their 
initial cost may be considered a questionable acquisition. Visual 
aids of flimsy materials easily perishable should be scrutinized 
carefully as to their worth before being purchased. In the long 
run, materials that cost slightly more, but have wearing qualities, 
are cheaper in the end. On the other hand, to spend hours draw- 
ing elaborate designs on the blackboard that are usable but for a 
day or two, may represent a waste of time. The purchase of a few 
visual materials with provision for their careful preservation may 
mean, in reality, a large variety of materials to work with over a 
period of time. 

2. What Are the Techniques of Visual Instruction? 
General suggestions for the use of visual aids 3 

While specific comments need to be offered in the case of many 

8 At this point the reader should consult sorees on the evidence of the 
effectiveness of these materials, such as may be found in ""Research on Audio- 
Visual Materials,*" chapter XII, Audio-Visual Materials of Instruction , Part I, 
Forty-Eighth Yearbook, The National Society for the Study of Education. 
Chicago: University of Chicago Press, 1949. 

8 The student will find helpful suggestions in the more extensive treatment 
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of the visual materials suggested for use, there are general observa- 
tions that should be offered the teacher to guide his use of all con- 
crete materials. 

1. The routine for the use of visual aids should be well planned . 
If the doctrine of generalized transfer of training has any merit, 
this idea should be literally seared into the consciousness of the 
teacher or aspiring teacher who has studied this book thus far. 
Routine is so important to the success of the teacher and the 
student that it bears repetition. The teacher needs to have all 
visual aids properly classified and ready for instant use. Where 
mechanisms are involved, these should be carefully checked to 
insure that they are in perfect working order before use. When 
a number of materials are to be used, they should be arranged in 
order so that each will be used in proper turn. If reseating of the 
class is desired, this should be planned. No detail that would de- 
tract from the effective use of the visual aids should be overlooked. 

2. Students should receive preparation before exposure to visual 
materials . The extent to which the student is cautioned about the 
particular things for which he should be on the lookout will depend 
upon the extent and complexity of the materials used. A few pic- 
tures, a model, or a graph may need but a suggestion or two, while 
a film may require considerable detail in advance. If there are 
novel aspects to the material in question, these should be inci- 
dentally mentioned so that the keen edge of attention may quickly 
pass to the essentials for which the material is presented. Some 
teachers follow the technique of alluding to these singular features, 
pausing for curiosity to satisfy itself when the device is shown, and 
then proceeding to the heart of the issue. Often students lose the 
significance of the visual illustration because they have not been 
warned concerning the things to look for. Lectures, reports, and 
assigned readings may be used singly or together in this prepara- 
tion. 

3. Visual aids should serve some vital purpose well established in 
advance. The temptation to use visual aids in a vague assurance 
that they will be helpful too often accomplishes nothing but a waste 
of time. The teacher should see clearly a real need for vilual as- 

of this topic in McKown, Harry C. and Roberts, Alvin D Audio-Visual Aids 
to Instruction , Second Edition, chapter III. New York: McGraw-Hill Book 
Company, Inc., 1949; and Kinder, James S Audio-Visual Materials and Tech * 
niques, chapter IV. New York: American Book Company, 1950 
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sistance, and then select a concrete device that will actually assist 
the student to overcome his difficulty. 

4. The teacher should be sure visual aids are what he has as- 
sumed them to be. It is disconcerting, to say the least, to find out 
too late that the materials used did not fit the need. This, of course, 
is more likely to happen in the case of films, slides, etc., secured 
through advertisements but not carefully reviewed before use. 

5. The teacher should use visual aids judiciously. “Too many 
cooks spoil the broth” may have its application here. Too many 
materials used may confuse rather than enlighten. While it was 
suggested that verbal symbolism was not likely to be overdone, 
there is danger that concrete materials may be used too profusely. 
However, a word of warning needs to be offered. If, for example, 
only one model is to be used, the teacher should take care that the 
idea is correctly abstracted. To confront a student with a rec- 
tangular form such as this, and not to make clear to him its essential 


characteristics so that if he saw the figure he would instantly recog- 
nize the essential likeness, would be to misuse the visual aid. 
Rather, it would be better to use several models in such a situ- 
ation. It is better to risk over-use than under-use in clarifying an 
idea. The greatest danger lies in a profuse use of concrete mate- 
rials in and out of season without due regard to actual needs. 

0. The teacher should require student reaction to visual materials. 
Learning is a matter of active response to a situation. What “I at- 
tend to” arouses mental activity. There is danger that students 
will comfortably “settle back” during a motion picture or the show- 
ing of a set of prints, without the stimulation of mental activity. If 
die student knows he is to be accountable in some form for what 
he has seen, he is not likely to accept passively the presence of 
visual materials. 

7. The teacher should be sure visual materials are visible to all 
the class. A very real danger in the use of many forms of concrete 
materials is that they are not made suffMently visible to all stu- 
dents to be of value. Teachers who use models, graphs, and pictures 
are likely to err in this respect. A small model on die teacher’s desk 





384 Using the Concrete Illustration 

is not clearly visible to students in the rear of the room. Pictures 
and graphs held up before a class are likely to be distinguishable 
only to those near the teacher. 

8. Varied types of visual aids should be used. As in other aspects 
of teaching, variety reduces monotony to a minimum, and here the 
teacher has unlimited opportunity for choice. Fortunately, for many 
forms very little money is necessary. The wealth of illustrative 
materials that may be had for the asking, such as pictures taken 
from home magazines by students, or the collection at the school 
of certain magazines from families who do not care to preserve 
copies after reading, may prove a •revelation to the teacher. Not 
long ago the author visited the room of an experienced junior high 
school teacher during an “activity” period. The subject under con- 
sideration was “Animals and Their Habits.” The visitor marveled 
when the teacher stepped to her supply closet and brought out 
dozens of National Geographic Magazines with page after page of 
lithographed colored animal pictures, scientifically accurate both 
as to picture and description of animal habitat. Most of this col- 
lection represented no expenditure of funds whatsoever. Some of 
the best collections and most effectively used visual materials the 
author has observed represented an extensive variety gathered 
together by resourceful teachers at little cost. 4 

Consideration of specific types of visual aids 

Quite a variety of types of visual aids are available for school 
use, the more important of which are: 


1. Pictures 

A. Flat pictures. In this category arc included photographs and 
prints of all kinds. These are the most numerous and readily ac- 
cessible to the teacher because many are available without financial 
outlay and those that must be purchased are for the most part pro- 
curable at nominal price Photography has become so universal an 
art that good pictures are obtainable for almost am purpose. They 
are accessible through textbooks, books on special subjects such 

4 For sources of materials free and pure hasahle, see McKown, Harry C. and 
Roberts, Akin B Audin-Vliua! Aids to Instruction, Second Edition, chapter 
XXI N'ew York \f« Graw-Hill Bixik Company, Inc , 1949 This chapter is 
given over ontirek to a rlassified listing of available matenak 
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as nature, architecture, art, geography, etc.; magazines devoted to 
special subjects profusely and accurately illustrated, as the National 
Geographic Magazine , Nature Magazine , and Popular Mechanics; 
magazines of a popular nature more and more given over to pic- 
tures of high quality; advertising circulars of travel and com- 
modities; newspapers, advertisements and pictorial sections of Sun- 
day editions; and inexpensive post cards and picture prints. 

Pictures have a distinct advantage as visual aids inasmuch as 
they may be easily secured to meet almost any topic of classroom 
interest, are easily handled, and can be compactly filed and stored. 
If special cabinets are not available, cheap manila folders may be 
used for the purpose. Also, students can be encouraged to collect 
very significant pictures from newspapers and magazines to vis- 
ualize graphically phases of social development, custom, mechanical 
invention, etc. One alert student in social science brought together 
prints and clippings from newspapers and magazines, and so organ- 
ized them in a notebook that modes of travel for almost every stage 
of development since the beginning of the Christian Era were made 
vivid to the class. 

Certain cautions need to be observed in the use of pictures. All 
pictures should be carefully checked for accuracy. Created pictures 
are very likelv to prove faulty in this respect. Veronese's “Mar- 
riage at Cana" may be taken as a case in point. Here a sixteenth- 
century painter garbs his subjects of a first-century period in the 
styles of his contemporaries. Even photographs can be guiltv of dis- 
tortions, portraying the unusual rather than the commonplace. To 
show actual pictures taken under ideal circumstances, and tacitly 
representing these as typical of conditions in the situation depicted, 
is a familiar practice of unscrupulous groups, sometimes even well- 
meaning public-spirited community groups not escaping this pit- 
fall. Incorrectly labeled pictures give misleading information and 
impressions. Sensitive Oregonians, for example, are frequently ex- 
ercised to maintain such beauty spots as Multnomah Falls and 
Crater Lake among their justly prized possessions. 

Again, pictures should be large enough and sufficiently clear-cut 
to bring out detail. Another consideration of detail that needs to 
be watched is that the picture contain familiar items as standards 
of comparison with items that are new the experience of the 
observer. A picture that endeavors to present some idea of the size 
of an African pigmy should contain some object of whose size the 
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observer has a definite mental imagery built up as a criterion by 
which to measure the pigmy’s size. A normal-sized man by his side 
Is most desirable as it provides similar elements for comparison. A 
picture of a pigmy standing alone without any familiar objects near 
ion mental comparison can give the student only the remotest idea 
of his actual size. 

B. Projection pictures. In this group are considered slides, film 
slides, stereographs, and moving pictures. Frequent objection is 
raised to the picture as a visual aid because it is so small that 
members of the class have unequal advantage when the teacher 
holds it up for class inspection. Passing the picture distracts atten- 
tion, and by die time it is viewed individually by the class the 
point for which it was used may be forgotten or the class may be 
wrestling with another problem. 

1. Slides. The refinement of the stereopticon and any similar 
projection apparatus makes them readily acceptable for ordinary 
classroom use. Some relatively inexpensive projectors, capable of 
reflecting pictures from books and prints of ordinary size, are now 
on die market. Since a darkened classroom is no longer necessary 
for projection, these projectors become a ready help to the teacher. 
Some projectors use only slides. Large school systems have built 
up extensive collections of slides on various subjects and have care- 
fully catalogued them for ready reference. Similar collections are 
to be found in most of our large universities and colleges today and 
in some State Departments of Education, so that smaller schools 
can secure for a nominal rental fee slides in carefully sorted col- 
lections. Projectors are often available as well. In large cities, art 
institutes and museums of natural science generally stand ready to 
co-operate with the schools m the use of their lantern slides. 

2. Film slides. Glass slides are cumbersome, easily broken, and 
expensive. The film slide overcomes some of these difficulties. Pic- 
tures are printed on regular motion-picture film, generally of non- 
inflammable material. Each roll, in small spool or capsule form, 
may contain any number of pictures that the subject featured may 
require. A film strip of one hundred pictures will occupy but a few 
feet of film. They are compact, durable, and easily handled. The 
cost of these film slides ranges from approximately five to twenty- 
five cents per picture, depending upon whether the film is stand- 
ard size or die smaller size especially adapted to school usage, 
and upon the number of slides per roll, the quality of coloring, etc. 
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Another advantage of the film slide is the relatively inexpensive, 
simply operated, special projection apparatus available for these 
slides. Or, if the school already has a projector for glass slides, a 
small attachment is available to fit certain types of projectors which 
permits the additional use of film slides with little trouble or cost. 

A disadvantage of the film slide is that the teacher may not 
want to use all slides on a given film, and the particular picture 
desired may not be readily located in a film roll. Neither is it easy 
to classify these slides, since they may not be filed separately as 
in the case of individual glass slides. 

3. Stereograph. Another very *eal objection to the flat picture, 
film or slide, is that it does not give the impression of depth or 
third dimension. This difficulty is mitigated considerably for the 
high school student through his years of experience gauging such 
pictures. The stereograph, two pictures of the same object taken 
simultaneously by a double camera, gives most of the values of the 
flat picture plus third dimension. The handicap of this type of 
projection is that unly one student can look at the picture at a time, 
since a binocular instrument, called a stereoscope, must be used. 
Experience with the stereograph has led most teachers to consider 
it unsuited for class use. It can best be used by students working 
on individual problems or as a reference source. 

4. Motion pictures. The moving picture is the “greatest achieve- 
ment” in picture projection. Much of human activity is physical mo- 
tion. If visual aids are to stimulate equivalent mental imagery, they 
must faithfully reproduce the impression of motion. More than that, 
motion pictures may combine some of the advantages of still pic- 
tures with action in rapid sequence to give the student a sense of 
narrative or story. Much of history can be dramatized before the 
eyes of the student through the “movie.” Since motion pictures 
have been perfected to so slow down the movements of the action 
observed that the minutest detail of movement may be carefully 
scrutinized, it has become invaluable as an aid to learning. Stu- 
dents of typing, for example, may watch the correct finger touch, 
etc., of an expert typist, and have accurately visualized for them 
the mental imagery the teacher has struggled ineffectually to obtain 
by verbal means. Physical education has given a large place to the 
motion picture, both to analyze the exact movements, successful 
and unsuccessful, of athletes as a basis for a correct teaching 
methodology, and also to visualize for the student correct proce- 
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dures. Experimental and research studies 6 seem to show beyond 
question the value of motion pictures in depicting movement and 
making vivid narratives of history, travel, etc. Normal experience 
with the community motion-picture theater leaves little doubt of the 
effectiveness of the "movie” as a purveyor of ideas, wholesome or 
otherwise, and of its interest appeal to youth and adult alike.* 

In recent years rapid progress has been made in perfecting mo- 
tion-picture apparatus serviceable for schools. The development of 
portable sound tracks has made possible the combination of sight 
and sound in the same experience. This has added immeasurably 
to the value of the motion pictilre in the school. Machines have 
been simplified in both operation and construction. Instead of some 
massive apparatus that needed specially built and equipped projec- 
tion rooms, we now have compact, lightweight forms that may be 
conveniently carried in medium-sized portable cases. By the use 
of 500- to 1000-watt electric bulbs and noninflammable film, it is 
possible to attach the projector to an ordinary electric-light socket 
and improvise a stand for it in any schoolroom, with complete 
safety and a minimum of effort. Now that these projectors may 
be used under daylight or semi-davlight conditions, thev are all the 
more available The costs, therefore, have been so reduced that 
schools of ordinary size may afford such equipment. 


II. Semi-pictobial Devices 

A. Maps, charts, graphs. Closely related to pictures mav be con- 
sidered maps, charts, and praphs. Often charts are r° dly pictures 
in very enlarged form, as a likeness of the human bcdy in a physiol- 
ogy chart or a lifelike colored representation of some flower in a 
botany chart. 

Maps are among the most useful visual aids for geographical or 
historical subjects. The pictorial map has become a highly devel- 
oped art. There are maps of various colors, organized primarily to 
show the boundaries of different countries with the principal moun- 
tain and river systems and usually the principal cities, maps of the 

B See previous reference to the Forty-Eighth Yearbook, Part I, chapter XII, 
of The National Society for the Study of Education. 

> Dale has dealt somewhat exhaustively with the use of the motion picture 
in the school. The student will find his discussion at this point matt profitable. 
Dale, Edgar. Audio-Visual Methods in Teaching, chapters VII-VII1. New 
York. The Drjden Press, Inc , 1946 
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same odor but varying from light to heavy shades to show differ- 
ences in r a inf a ll, density of population, etc., maps of varied color, 
usually green to heavy shades of brown, showing the physical 
contours of continents, road maps, and relief maps. These are but 
a few of the many ways in which maps have made useful informa- 
tion graphic to the eye and mind. Because of the extensive use of 
maps and the universality of codes for map interpretation, map 
reading becomes an early accomplishment of the student. Maps 
are relatively easy to read, easy to handle and, when it is neces- 
sary to use other than textbook maps, they can be purchased in 
individual or collection form with convenient racks or stands for 
class use. Large maps of durable construction are still somewhat 
expensive, but no single form of visual aid is more indispensable to 
the school than good maps. 

Charts are much on the order of maps and, as previously sug- 
gested, may be collections of pictures on large sheets of heavy 
paper or clo*b, manipulated much as are large maps. Often they 
represent large diagrams, such as chronological tables, and en- 
larged graphs of population areas, etc. In the secondary school 
they are probably most widely used in the science courses. Their 
possibilities in other fields have never been fully explored. 

Graphs are beginning to have an increasing place in education. 
Much of an adults reading today requires a graph-reading ability. 
In governmental bulletins, and in magazines of a serious nature 
which are related to business, economic, and social life, we find an 
extensive use of all sorts of graphs and diagrams — bar graphs, step 
graphs, frequency polygons, segmented circles, pictograms. These 
are all intended to give the reader a vivid mental image of compara- 
tive data. Institutions and various groups desirous of catching the 
public notice and drawing attention to their messages are more 
and more alert to the effectiveness of the graph as an educational 
device. Graphic representation, while it may be effective, may like- 
wise be deceptive. The school, therefore, has an obligation not 
only to use graphic aids for creating vivid mental imagery for 
learning, but also to teach students to read them intelligently. 

A distinct value of the graph lies in the power of the teacher to 
create his own, as well as to use those made by others. The stu- 
dent should be encouraged to make them to express ideas to others 
and to vivify his own thought. 

B. Blackboards and bulletin boards. These adjuncts of visual 
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materials are included here, for although not in themselves visual 
aids, they form a very essential part of any teacher's equipment for 
visual instruction. Bulletin boards are arbitrarily interpreted here 
to include all forms of display boards, whether used for written 
materials, graphs, or pictures of one form or another. Every class- 
room should be provided with some means of displaying interesting 
pictorial materials of varied forms. Where schools have not made 
such provision in classroom construction, an inexpensive device is 
to stretch burlap, or any color desired to harmonize with the color 
scheme of the room, over excess blackboard space or wall space. 
This can be neatly done, and if 'a manual-training department of 
the school is available, attractive bulletin-board effects can be 
secured at trifling cost. Burlap provides a very serviceable material 
on which to pin pictures, drawings, graphs, etc. It is a point of 
never-failing interest to enter a teacher’s classroom and observe 
the ingenuity revealed in the use of bulletin boards for display 
purposes. Some teachers assign space to various classes for inter- 
esting displays of their work. Many schools use corridor bulletin 
boards in the same way, as an important source of educational in- 
terest to the entire school. 

Every classroom has a large area devoted to blackboards, yet it 
is astonishing at times to see how little use the average teacher 
makes of this important visual education adjunct. The graphic 
portrayal of the work of the class is limited only by the imagina- 
tion of the teacher and his power to depict that imagery in sketch 
and diagram. The ability of an artist is not required. Too much 
detail of an artistic nature may detract from the essential idea. One 
of the most effective uses of the blackboard ever experienced by the 
author as a student was made by an instructor who invariably re- 
sorted to four lines on a blackboard to visualize an abstruse point 
to a class. These lines were capable of more vivid imagery than 
now seems possible. The ability shown by die in- 
structor in making four simple lines convey so much 
vivid imagery occasioned continual comment within 
* the class. Such restriction of graphic poster is not 

recommended, but is given to illustrate what the un- 
gifted teacher in drawing ma/ do at the blackboard 
with a few simple lines. If, added to this, colored chalk (s used the 
lines can be made much more significant. Even the mete outlining 
of the points in a lesson is a more valuable visual aid to memory 
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than expecting students to hold in mind the points made in a 
lesson’s unfoldment 

The use of the blackboard by students should not be overlooked, 
although the tendency today is away from excessive use of die 
blackboard by students en masse. Modern methods of teaching 
frown upon the old mass methods and frequent waste of time 
represented in blackboard drills. The blackboard, when judiciously 
used, is still a valuable aid to class teaching. If, instead of mass 
use of the blackboard, individuals or groups of students, who have 
data that should be shared with the class in visual form, were en- 
couraged to graph, diagram, or Outline such material on the board, 
the value of the blackboard would be greatly enhanced educa- 
tionally. 

Frequently what might have been a very beneficial use of the 
blackboard has been seriously jeopardized by failure to observe 
some very elemental considerations. Among the most important 
should be mentioned: 

1. Due care should be given to light reflection upon the board at 
certain angles, and to the seating of students at such angles to the 
writing as to make distinguishable the written work. 

2. There is an occasional tendency to use blackboard space at the 
sides of and in the rear of the class. This produces confusion and 
discomfort if students must turn in fixed seats to read and make 
notations. 

3. Some teachers, when using a blackboard to outline the develop- 
ment of the lesson, so encumber the board as to make the result 
more confusing than had the blackboard been left blank 

4. Another frequent error is to visualize an incorrect form, and then 
beside it place the correct form. This misuse of suggestion is fre- 
quently observed by the classroom visitor. 

5. There is an all too prevelant practice of filling the blackboard from 
top to bottom, so that students in the rear are with difficulty able 
to see what is on the lower part of the board. Many learning 
difficulties arise from inability to see clearly all data on the black- 
board. 


III. Objects 

A. Globes, models . Two kinds of globes are commonly used to 
supplement the maps used in geography and history. The smooth- 
surface map, placed on a sphere to show more vividly and accu- 
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rately location and relationships of parts than is possible with a flat 
map, constitutes one form. All the characteristics of the map forms 
considered under the topic “Maps” are possible on the sphere. The 
other form is the base-relief map, which tends to show by raised 
portions and depressions the surface contour of the world. The 
chief value of the globe is the added correction to the students’ 
imagery of our world as a sphere. Pictures or pictorial materials 
are never capable of producing accurate imagery of the thing de- 
picted. Models of squares, triangles, etc., in mathematics, of build- 
ings, etc., in literature, and of various machines, plants, or bodily 
organs in science, aid very materially the understanding of various 
cultures, of properties, of mechanical principles of operation, etc., 
that would be less vivid, if not more difficult to understand, by 
description or explanation through word symbols only. Since in 
complicated mechanisms complete detail cannot alwavs be in- 
cluded, care must be exercised to avoid wrong conceptions through 
incompleteness or the miniature nature of the models. 

B. Specimens — laboratory equipment. Here is opened up a 
large field which is growing more important in the school. Speci- 
mens range from live animals, and plant and insect life, to pre- 
served forms of the same. Geological collections of rocks and 
minerals are valuable additions to the curriculum of the school. 
Increasing emphasis on flowers and pets in the school enable the 
student to study at firsthand the life habits and care of these forms 
of life. It is invaluable to the student to visualize many life proc- 
esses of the human through a study of other animals. Further, a 
genuine appreciation of nature is inculcated in the student through 
association. In our large cities museums cooperate with the schools 
to make available preserved specimens of every kind from the 
insect to the mounted bird. Aquariums, too, offer their facilities to 
the school for the study of animal life under conditions approximat- 
ing their normal habitats. 

Laboratory equipment has been found of especial value in the 
sciences. Many of the material aids thus far discussed have made 
up part of the assorted equipment of the laboratory firsthand 
acquaintance with chemicals, mechanical devices in physics, life 
forms in biology and botany, rock forms in geology and geography, 
has received almost universal recognition as an educational aid. In 
some of the sciences, however, there is noticed a definite tendency 
to avoid the more complex and novel type of material in favor of 
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simpler, more commonly used equipment. If familiar mechanical 
objects are used, interest in the principles of operation is more 
likely to be aroused than if a novel object is used. Many teachers 
have discovered that materials found in the community are more 
serviceable than purchased equipment from laboratory concerns. 
Students evince a natural interest in why things work as they do, 
for the question has been an oft-recurring one as they have manipu- 
lated or have observed others handle tools or mechanical contriv- 
ances of one kind or another. 

IV. Other Forms of Visual Aids 

A. Demonstration. The two most common forms of demonstra 
tion are dramatization and teacher-demonstration, sometimes called 
lecture-demonstration. Dramatization and pageantry are especially 
popular in literature and the social sciences. To dramatize an act 
or scene from Shakespeare, or an especially vivid section of a poem 
or novel, provides a wholesome emotional experience and a mental 
imagery of the scene the writer has endeavored to portray. If at- 
tention is paid to stage setting, dress, etc., much valuable informa- 
tion concerning the environment of the period presented will be 
gained. It is one of the most valuable means of quickening interest 
in class, and of awakening immediate and permanent interests in 
literature. The same values hold for historical episodes that are 
dramatized or depicted in pageant. 

The results of experimental studies have thrown much light on 
the effectiveness of lecture-demonstration for learning, in the past, 
laboratory experiment was regarded as the principal way students 
could profit by exposure to processes that were to be visualized. 
A cumulative body of data indicates that the teacher-demonstration 
is more economical of time and as effective, if not more so, for 
immediate learning and retention. Much economy in duplication 
of materials incident to the laboratory is thus possible. Time spent 
by students in the laboratory may thus be curtailed, with the added 
assurance that accuracy of performance will be possible if the 
demonstration is made by the teacher. It is well occasionally to 
have students rather than the teacher conduct the demonstration 
before the class. Pupil training in performance before an audience 
is not to be overlooked. 

B. Field trips . Field trips and excursions have become very 
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popular and valuable visual aids in education. These range from 
elementary school nature-study hikes to parks and near-by fields, 
to extended field trips into the hinterland by geological and botani- 
cal classes from a university, which often consist of groups who may 
spend months on such trips. For the secondary school, late-after- 
noon or Saturday trips are feasible and their use quite general. 
Among the various kinds of field or excursion trips the following 
are typical: 

1. Nature and science study trips. Science classes have long in- 
corporated into their curriculum visits afield. Visits are made to 
study flowers, trees, and various forms of vegetation. The students 
are enabled to see vegetation as it grows naturally, and to watch 
growth and development periodically. Field trips to acquaint the 
student with the geologic formations of his community, to study 
various forms of rocks, and through these to learn to read earth’s 
story told in rock and terrain, is both thrilling and worth while. 
To leam to appreciate nature through direct contact and under- 
standing is a consummation greatly to be desired. It cannot be 
gained in any adequate way except by direct observational con- 
tact. 

2. Visits to factories and commercial emporiums. Economics, 
business, and manufacture are now matters of absorbing interest 
to high school students •and even to elementary pupils. Well-co- 
ordinated courses in schools include visits, when such are feasible, 
to industrial and business centers. In most of our larger cities 
responsible concerns welcome and plan special facilities through 
the use of which students may inspect and observe routine proc- 
esses of business or manufacture. Trips to printing presses, de- 
partment stores, factories, flour mills, and steel mills are common. 
It is instructive to watch manufacturing processes, and to appreci- 
ate the careful organization necessary to the smooth dispatch of 
business. 

3. Museums. Museums have been alluded to before; suffice it 
but to reiterate the splendid educational opportunities awaiting the 
visits of classes to museums of art, natural history, botany, and 
zoology. Most of our large cities have one or more of thesy, and 
fortunately most museums regard cooperation with the schools as 
one of their major opportunities and responsibilities. A liberal edu- 
cation can be had through frequent visits to these places. 

4. Governmental and civic institutions. In this group may be 
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mentioned juvenile courts, county or district courts, penal institu- 
tions, city councils, state legislatures, and eleemosynary institutions, 
such as orphanages and old-people’s homes. Much of the internal 
organization of government may be better understood, a whole- 
some respect aroused for the many problems of government, and 
a sense of civic pride and responsibility fostered by such visits. 
Every year in the state where the author resides social-science 
classes from schools as far away as a hundred miles persuade will- 
ing friends or parents of class members to take them to the state 
capital to watch the legislature in session. No more vital experi- 
ence could be given as a part of education. 

5. Visits to places of historic interest. A person from the West, 
traveling through the many historic scenes of the East, is tempted 
to envy the schools there for their many opportunities to visit his- 
torical spots and places made famous through association with 
great men and women or with great deeds of heroism and sacrifice. 
To visit the haunts familiar to Longfellow, Emerson, Poe, Louisa 
M. Alcott, Washington, Jefferson, and Franklin, and memorable 
places such as Bunker Hill, Yorktown, Mount Vemon, Valley Forge, 
and Gettysburg, to mention but a few, are privileges not as avail- 
able to newer portions of the country. Historic and literary appre- 
ciation are possibilities not ta be overlooked in the educational life 
of youth so accessible to these shrines of famous men and great 
deeds. 

While field trips and excursions as valuable forms of educational 
experience should be utilized to visualize and vitalize education 
more than is done in most schools, the technique of conducting 
them is not without its problems. Many teachers shrink from their 
use because the difficulties appear too numerous. It should be 
remembered that only those schools most favored by location can 
take advantage of most of the varied forms of field trips and excur- 
sions. Schools located in large metropolitan centers will find die 
museums, business and manufacturing establishments, civic institu- 
tions, and park facilities available for excursions. It will no doubt 
be hard to organize convenient field trim to localities suitable for 
die study of geological or physical phenomena of nature. Some 
small isolated communities may find field trips of every kind pro- 
hibited by distance. Today, with good roads and the automobile, 
these barriers are less and less an obstacle to the energetic teacher. 
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Special problems 

Some of the greatest problems in the conduct of successful field 
trips and excursions are: 

1. To coordinate the curriculum properly so that the natural period 
for the consideiation of phases of botany, physical geography, etc., 
coincides with the season of the year most profitable for the study. 
To have important phases of botanical study come in midwinter 
would make supplementary study through field trips obviously im- 
possible. 

2. To fit field trips and excursions into the regular school program 
without too seriously disrupting other classes demands patience, tact, 
and the full cooperation of all members of the school staff. It can be 
done, for it is constantly being done in our better schools without 
serious inconvenience to others. 

3. To secure proper transportation facilities may prove impractical 
in some instances. For most schools a little careful planning and 
selling of the idea to parents will meet with hearty response. Most 
parents are willing to inconvenience themselves considerably if they 
believe their children will receive comparable benefits in return. 

4. To organize and conduct the class so that it will act as a unit 
under perfect disciplinary control is the crucial test of any teachers 
fitness to conduct field trips and excursions. It is at this point that 
most teachers hesitate. If the class is properly organized, with leaders 
responsible for definite sections of the class and these in turn made 
to realize their responsibility to the teacher, and if detailed instructions 
have been worked out and explained to class and leaders, these diffi- 
culties are likely to be more formidable in anticipation than in realiza- 
tion. 

5. To derive value from the trip, the class should be drilled in 
points to observe and the meaning of these observations. Ruskin once 
said: "Some men travel from Dan to Bcersheba and find all wilder- 
ness.” It is quite apropos here. If the class has been carefully coached 
in what to look for, how to recognize the things looked for when 
confronted by them, how to interpret their meaning, etc., the trip will 
in all likelihood prove a most profitable educational venture. 

6. To clarify mooted points in the visit, students should be in- 
structed to take notes, and a discussion of the visit, with a direful 
appraisal of the significance of things observed, should follow a $ soon 
after the visit as is practicable. 
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QUESTIONS AND PROBLEMS 

1. How important is visual imagery in secondary education? Give 
reasons. 

2. Discuss the relative efficiency of visual and word imagery for differ- 
ent types of students. 

3. What visual aids would you consider particularly beneficial to the 
learning process for a class in English, history, civics, or mathematics? 

4. In the preparation of a course, what principles should govern your 
selection of visual aids? 

5. What is the general plan that should be followed by the teacher in 
the use of visual aids that will Result in the most benefit to students? 

6. Outline a plan by which you would determine the best visual aids to 
use in a specific course, and how these visual aids might be secured 
most economically. 

7. Make a list of the commonly used visual aids in teaching. 

8. What facts should be considered in the selection of an educational 
moving picture? 

9. What arp the educational possibilities of television? 

10. Of what importance are graphs as visual aids in learning and educa- 
tion? 

11. Give the precautions a teacher should observe when using the 
blackboard in the classroom. 

12. Give the arguments and evidence for and against the laboratory- 
demonstration method of teaching science. 

13. (a) What trips can a class make in an urban community and what 
are the special benefits to the students? 

(/>) How does the idea apply to a rural community? 

14. List the precautions a teacher ifiust bear in mind and the prepara- 
tion that must be made when planning field trips and ' isits of the 
class to places of particular interest. 

15. Compare the use of motion pictures with other types ui visual in- 
struction. 

10. From your own experience as a student, give concise reasons why 
particular illustrations were most valuable to you. 
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How Can Radio and Television 


Be Used? 


1. How important Are Radio and Television? 

The phenomenal development of radio 

Possibly no single achievement in the realm of science within this 
generation holds more actual and potential significance for educa- 
tion than the development of radio, Unless it be radios twin sister 
television. Less than thirty years ago, in the “crystal set and ear- 
phones” era of radio, few people made use of the radio equipment 
available. Today, more than 40,000,000 radio sets are to be found 
in American homes, shops, and offices. Between 85 and 90 per cent 
of the homes in the United States have radio sets. American homes 
have more radios than telephones. Automobiles are wired for 
radio installation. Broadcasting stations are so numerous and so 
powerful that the remotest community need not be without the 
benefit of radio. Moreover, the technical development of radio has 
made a high quality of reception possible through mechanically 
refined precision receiving sets and tlirough greatly improved 
broadcasting techniques and equipment. 

The development of television promises to be as phenomenal as 
that of the radio. Authorized on a commercial basis just before 
Pearl Harbor at the end of World War II, there were at th # time 
six television stations in operation and 7000 receiving sets In Amer- 
ica. Early in 1950 there were ninety-eight stations on the air and 
more than four million receiving sets in the country. In May, 1949, 
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the Chairman of the FCC prophesied that within five years there 
would be between 600 and 800 stations on the air. The Commis- 
sioner of the FCC the next month predicted that by 1955 there 
would be over 20,000,000 sets in use, serving over half the homes 
in America. 1 

The services made available through radio are varied and exten- 
sive. The possibilities through the media of television appear to be 
equally significant. The listener may hear the best of symphonic 
music or dial in his favorite swing band; he may enjoy a wide 
variety of light entertainment or serious lectures or forum discus- 
sions of a political, religious, or educational nature, all the while 
observing on the television screen many of the entertainers or 
speakers. Important news from all parts of the world is broadcast 
within a few minutes after the event. News analysts, national 
leaders, diplomats, from home and foreign capitals, speak fre- 
quently. There seems to be no limit to the range and wealth of 
attractions made available by means of radio and television. The 
educational possibilities inherent in radio and television programs 
are obvious. The responsibilities of the school are equally clear. 

Development of radio and television in education 

A cursory look over the field of radio activity might suggest 
that we were making small use of our educational opportunities. 
We have scarcely begun to comprehend fully, certainly not to 
utilize adequately, the possibilities of radio. An experienced worker 
in radio education has given the following explanation for the 
delay: “Radio came so quickly; people were so buw with their 
old established interests and duties; and it took hold of j>eople so 
rapidly that not even to this day have we caught up with its im- 
plications.” 2 

When we realize that technical developments did not make ex- 
tensive educational use of radio practicable much before 1930, it 
is encouraging to note that as earlv as 1928 or 1929 groups of 
parents were listening to educational broadcasts from Ohio State 
University and adult education by radio was having its beginnines. 
Since that time radio has become such a significant factor in adult 

1 Siepmann, Charles A. Radio , Television and Society, p. 318. New York: 
Oxford University Press, 1950. 

SDarrow, B. H. "Classroom Radio — Its Origin, Present Status, and Prob- 
able Future,** in Herzberg, Max J., et al. Radio and English Teaching , p. 53. 
New York: D. Appleton-Century Company, 1941. Reprinted by permission. 
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education that organized adult groups called "listening groups" 
now number upwards of twenty thousand in the United States, with 
from 300,000 to 500,000 members. These groups meet regularly to 
listen to certain types of programs. Usually they study and actively 
discuss the subject of the broadcast. The subjects represent a wide 
range of interests, as may be noted from the following types of 
programs around which "listening groups" have been formed: 
Family Life Radio Forum , Homemakers Forum , Americas Town 
Meeting of the Air , Radio Garden Club . 

From the period of radio’s infancy, educational leaders who have 
seen educational possibilities of radio in the school have not been 
wanting. Haaren High School in New York City in 1923, and the 
schools of Oakland, California, in 1924 were among the pioneers in 
the use of radio to broadcast lessons to the classroom. By the end 
of the twenties and the early part of the thirties a number of sig- 
nificant ventures with the radio broadcast in schools were under 
way. In 1929 the Ohio School of the Air began broadcasting for 
classroom purposes during school hours. Within a relatively short 
time it “reached a registered audience of 300,000 school children.” 3 
Courses in Art Appreciation, Civics, Music, Current Events, and 
Geography were among a wide range of offerings made available 
to the schools through the Ohio School of the Air. 

At present radio is an important factor in the educational pro- 
gram of our schools. Practically every large school system makes 
extensive and varied use of the radio. Even in the small rural 
school the radio is becoming standard equipment. 

As yet television has not become a real factor in our educational 
program. Already some schools in the centers of dense popula- 
tion are experimenting. New school plants are being wired for tele- 
vision. For example, the new laboratory school at the University of 
Minnesota is being equipped for televising in connection with the 
University’s teacher education program. When it becomes possible 
to complement hearing with sight as we utilize contemporary 
events in the classroom, the school will have one more medium to 
facilitate the education of youth. 4 

* Danrow, B H., op. cit To date this source is one of the best condensed 
but graphic narratives of the development of radio education in America be- 
fore 1940. f 

4 The educator should be aware, however, of some of the pnssib^ limita- 
tions that confront the use of television not limiting the use of radio. Some 
of these limitations are considered by Siepmann, Charles A. Radio , Television 
and Society , pp. 34B-358. New York: Oxford University Press, 1950. 
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2. Who! Art the lists of Radio and Tolovision in Adult Education? 

The radio and television in adult life 

From the foregoing discussion and the general acquaintance of 
the educational worker with the habits of adults, it is evident that 
the radio is an important adjunct of adult living.® The fact that 
upwards of 90 per cent of our American homes possess radios is 
indicative of the value placed upon them. The New York Regents 9 
Inquiry study of educational conditions among its youth found that 
of out-of-school youth many more listened to the radio than read 
books or magazines. Only 4 per* cent of the young people could 
be classified as non-users of radio. The 96 per cent used the radio 
extensively. The boys listened on the average eleven hours per 
week while the girls listened on the average fifteen hours per week.® 

In those areas where television has become available, school 
leaders are already showing much concern over the tendency of 
children and youth to stay up late at night to see television pro- 
grams to the point where the exhaustion of youth in school affects 
the quality of work done in the classroom. This will no doubt tend 
to correct itself as the novelty of television wears off. It does be- 
speak the potential of a media of educational interest. 

The quality of the radio and television programs listened to, how- 
ever, is a matter of some concern. Studies made of the types of 
radio programs listened to indicated that the programs of a lighter 
vein were the most popular. Adult radio tastes seem to parallel 
quite closely adult reading tastes. However, it is estimated that 
almost one quarter of all programs broadcast may be classified as 
educational. Broadcasting stations are anxious to put on the type 
of program which is likely to reach large numbers. Particularly is 
this true where commercial companies sponsor programs as a 
medium of advertising. The substantial group who respond to 
"quality 99 programs should both encourage and challenge educa- 
tional leaders with the possibilities of radio education for adults. 7 

» In this chapter the term “adult** is interpreted non-technically to include 
all persons not regularly enrolled in our public and private secondary schools. 

• Spaulding, F. T. High School and Life , pp. 45-46. The Regents Inquiry. 
New York: The McCraw-Hill Book Company, Inc., 1938. 

7 The reader may be interested in the extensive survey of the kinds of pro- 
grams listened to and preferred by adults reportc * by Lazarsfeld, Paul F. and 
Kendall, Patricia L. Radio Listening in America . New York: Prentice-Hall, 
Inc., 1948. 
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School-sponsored program* for adult* 

Rapidly the educational program of the school is being ex- 
panded to include a varied service to adults. Educational leaders 
generally accept the dictum that the services of the school should 
be available to all ages; that in a world of rapidly accelerating 
change it is necessary that the school serve as a medium of constant 
reorientation of the adult to changing conditions. 

While responsibility for leisure time entertainment has been con- 
sidered die province of agencies other than the school, this assump- 
tion cannot longer be justified. The school must not only carry its 
share of responsibility for developing leisure-time tastes for individ- 
uals in school, but it must recognize its obligation to arrange leisure- 
time activities for adults. Music, drama, and a wide range of liter- 
ary offerings are possible through talent from local schools or other 
centers, or through recordings. 

The socio-civic area is another in which the school can render 
signal service. Through sponsorship of debates, forums, and ad- 
dresses by those competent to speak upon social, economic, or 
political issues of the moment, an educational service may be ren- 
dered the citizen and the country. As more school systems develop 
their own broadcasting facilities greater opportunity for this kind 
of educational broadcasting will be possible. 

No school system, particularly one which cannot afford broad- 
casting equipment or which does not have access to a commercial 
studio, should overlook the wealth of programs available in die 
broadcasts from other centers. At present commercial stations and 
the stations of institutions of higher learning offer a surprisingly 
varied program of superior talent drawn from every section of our 
political, economic, and social life. 

The school as a civic agency might well become the community 
center for many of the "listening groups" now meeting in private 
homes. It should seek to encourage and give leadership to these 
groups. The school should assume responsibility for the organiza- 
tion of thousands of other "listening groups." For these Jhe school 
should make available its housing facilities, its reception equip- 
ment, and equally important, the stimulation of its leadership. The 
modern school cannot well justify closed and darkened buildings 
or idle equipment in the face of community needs. Froip a purely 
selfish point of view such service to the community may well 
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develop a greater community consciousness of the needs of the 
school. 

3, What Are the Functions of the Radio and Television in School 

and Classroom? 

Enriching the program of the school 

Every school can through the radio and television greatly en- 
rich the existing school program. Although it may not be feasible 
for schools, other than a few near Washington, to have their pupils 
visit sessions of the Congress, attend a presidential inaugural, or be 
present at other important occasions at the nation’s capitol, it is 
possible to bring such events to thousands of American school 
youth through the use of radio and television during school hours. 
In recent months frequent broadcasts of prominent foreign leaders, 
particularly through activities at the United Nations meetings in 
New York, have given the schools an opportunity to stimulate the 
interest of pupils in international affairs. Almost every event of 
major importance, regional or national, is now put on the air. Im- 
portant addresses and descriptions of events which are broadcast 
after school hours are frequently available through transcriptions 
at hours convenient for the school. The use of transcriptions is 
still new and its value in education is not Ailly appreciated. Alert 
teachers and school administrators can utilize these broadcasts to 
make the school a center of a wide range of experiences. 

Providing supplemental materials and experiences 

In addition to the enrichment of the whole school program the 
radio provides a wealth of materials to supplement existing re- 
sources of course offerings, and frequently to provide the equivalent 
of a course for which materials and facilities are not at the moment 
available. Many teachers who have not possessed the physical 
facilities for music production have utilized broadcasts to teach 
music appreciation. Teachers have used vocal and instrumental 
broadcasts to teach glee clubs, orchestras, and bands certain tech- 
nical aspects of production which could not easily be taught by 
verbal explanation. 

The science courses in the Chicago schools have been aided by 
the use of broadcasts during regular so ool hours. For the ele- 
mentary grades, Science Storyteller and for the upper grades, 
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Science Reporter, are two series of broadcasts set up to supple- 
ment the regular class work in science. The tides of other pro- 
grams, such as Our World Today, America at Work, WeUsprings of 
Music, This Living World, suggest the use Chicago makes of radio 
in the classroom. 

Typical of the programs made available to schools by outside 
sources are a few samples taken from the schedule of the Min- 
nesota School of the Air, First Semester 1951-52, given over station 
KOUM, of the University of Minnesota. The following programs 
scheduled at certain hours and days each week were available to 
die schools: Old Tales and New, Let Science Tell Us, Books Bring 
Adventure, Adventures in Music, Your Health and You, Penny and 
Paul and the World of Ideas, Journeys in Art, Let’s Sing, Current 
Events, Following Conservation Trails. A list of the sub-topics of 
each program with the date each was to be broadcast was pro- 
vided. In addition to these radio programs the University of Min- 
nesota, during the summer of 1951, provided twelve television pro- 
grams on Family Life. 

Furnishing up-to-date material. At the present time, before a 
geography text can be made available to the classroom it is likely 
to be incorrect with respect to many boundary lines. The social 
studies teacher now finds it exceedingly difficult to keep fully cogni- 
zant of all the social changes taking place, particularly those of his- 
toric interest. Invention and scientific discovery move so rapidly 
that our science textbooks at many points soon become inaccurate. 
Even ia the matter of health knowledge many teachers are not up 
to the minute in their knowledge. Many of our broadcasts attempt 
to supplement or correct our textbook information with the most 
recent developments in various areas of human knowledge and 
activities. Presented by specialists in the areas reported and pre- 
sented in non-technical language, these broadcasts make pupil and 
teacher aware of the changes taking place and of the significance of 
the changes. 

Bringing the pupil into vital contact with his world 

The school has tended to be isolated from the realities of the 
world around it. The nature of education as conceived ip die past 
placed the emphasis upon the tested facts of history. Fiirther, the 
theory of "mental discipline," so prevalent up until the past two 
decades, deprecated the value of contemporary developments. 
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Today the educational emphasis is laid upon the vital contact of 
the pupil with the realities of his environment. The task of the 
school is to push out beyond the cloistered four walls of the class- 
room and to help the pupil understand the world in which he 
finds himself; to help him acquire effective ways of adjusting to 
this world; and to help him develop some satisfying and wholesome 
attitudes with respect to his relationship to it. The radio is one of 
the effective ways of making youth conscious of the world outside 
the school and of vitally linking the school with this outside world. 
The pupil is introduced indirectly to important personalities whom 
he recognizes as the present makers of history, the leaders of poli- 
tics, business, science. He has a chance to hear their voices, to 
realize they are real men and women who are determining the kind 
of world he must live in. He becomes acquainted with contem- 
porary problems as these leaders discuss them, and he becomes 
highly conscious that there are many problems still unsolved. 

Developing g«.v*d listeners 

The emphasis upon reading has led, quite unintentionally for the 
most part, to a lack of attention to listening. Good listening is an 
art. Few people realize how important is the ability to listen care- 
fully and accurately. Few can do it. Sincr the radio has become 
such an important agency of dissemination of fact and near-fact the 
school can no longer neglect the social and educational function of 
listening. There is as much of technique involved in good listening 
as in good reading. When careful researches have been developed 
it is altogether possible that we shall recognize the techniques of 
good listening to be much greater than those of reading. Studies 
tend to show that the average person spends more time listening 
to the radio than he does in reading. When the oiher common 
instances of listening are also considered, it is obvious that the total 
time a person devotes to listening is considerable. 

The primary requirement for the listener, assuming that his 
hearing is normal, is the ability to keep sustained concentration 
upon the words of the speaker. This concentration may be difficult 
for many reasons. The voice of the radio speaker is separated 
from the other physical aspects of his personality. There is no 
opportunity to check back on a previous atement if continuity is 
lost. Voice inflection and emphasis must be understood. The 
technique of proper note-taking in oral situations has been largely 
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neglected, although much attention has been given in recent years 
to note-taking in lihrary work . 8 

Developing critical thinking and discrimination 

The development of critical thinking and discrimination is closely 
associated with the factor of good listening. One may listen in the 
sense that he can remember everything he hears but be unintel- 
ligent as to the meaning of what he hears. On the other hand, no 
one can be critical in his thinking if his thinking is not preceded or 
accompanied by careful listening. 

Since the advent of the radio the American people have been 
subjected to a larger amount of dribble, propaganda, and false 
advertising than ever before. In recent political campaigns the 
nation was subjected to a terrific barrage of campaign oratory. The 
radio along with television gives every indication of becoming, if it 
has not already become, one of our major instruments of shaping 
public opinion. The school must undertake seriously the develop- 
ment of listeners who can listen critically and with discrimination 
to radio programs.® 

Developing leisure time interests and appreciations 

There is cverv indication that leisure time is on the increase. As 
working hours decrease and productive employment is further 
restricted for youth and old age, education for intelligent use of 
leisure becomes a m*ajor task of the school. Radio and television 
appear to be very important media for leisure time activities. It is 
necessary then for the school to help youth learn how the radio and 
television may be utilized to greatest advantage during this leisure 
time. Too, the school must help youth to acquire standards by 
which to distinguish the worth-while from the trivial. Present studies 
of the programs reported as most popular by youth and adult do 
not always indicate the exercise of discriminating tastes. 

Developing standards of correct speech 

Many sentimental admirers of our sectional speed; peculiarities 
have lamented the possible threat of the radio to the continuance 
of these speech characteristics. They do not wish to lose the collo- 

8 See Chapter 7 on "How Can Cood Study Methods Be Tadght?" for a 
discussion of note-taldng. 

• See Chapter 7. 
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quialisms and peculiar pronunciations of the New Englander, the 
Southerner of the “deep South,” or the Texas cowboy. Whether 
or not this point of view deserves a sympathetic hearing, certainly 
the radio will tend to bring uniformity into language expression 
and to give America a common language pronunciation. In addi- 
tion the studied care with which correct speech is used in radio 
programs will influence the quality of language used by the listener. 
The school can utilize as models in the classroom the radio speech 
usage of respected and well-known personalities. 

4. What Are the Techniques of Radio and Television Instruction? 
Classroom procedure 

Educational authorities in general are agreed that the three major 
phases of classroom procedure in the use of the radio and tele- 
vision are preparation, reception, and follow-up. The relative im- 
portance of each phase will depend largely upon the nature of the 
broadcast and upon its significance for the particular class which 
uses it. The value of the radio and television as of any educational 
medium of instruction depends upon the way they are used. 

1. Preparation . In the initial use of radio many teachers un- 
fortunately did not understand that tlu pedagogical principles 
which apply to instruction generally are applicable also to radio 
instruction. Careful preparation, which has been a sine qua non 
of classroom instruction, is of even greater importance when radio 
is used. 

The instrument should be in perfect running ordci. Tt should be 
located so that all can hear and see without strain. The pupils 
should be prepared as thoroughly for a broadcast as for any class 
activity. They should understand the significance of the broadcast 
and should realize that a radio or television program is used be- 
cause it makes some unique contribution to the work of the class 
not possible or readily feasible by other means. The class should 
anticipate the general nature of this contribution. 

The preparation will, of course, be governed by the nature of 
the subject matter and by the particular broadcast or series of 
broadcasts. If contemporary history is the subject of the broad- 
cast, the background data should be si - died for a better compre- 
hension of the issues to be presented. If a play is to be dramatized 
or a current best seller is to be reviewed, or a type of literature is 



410 Using Radio and Television 

to be described and critically evaluated, the student should know 
something about the play, the author of the book, the book, or the 
type of literature. The extent of the preparation will vary with 
the nature and purpose of the classroom use of the broadcast. 
Again, a broadcast may be scheduled in which the teacher anti- 
cipates the use of new or unfamiliar words or terms. Their mean* 
ings must be made clear. Readings and reports covering the use 
of terms and concepts likely to appear in the broadcast should be 
part of the preparation of the class. If geography is to be involved, 
as in current events or travelogue programs, some map study should 
normally precede the broadcast. * 

Occasionally the teacher must guess at the content of an adver- 
tised program. Preparation must be made less specifically there- 
fore than when the general nature of the content of the broadcast 
is known in advance. There is a growing practice among educa- 
tional broadcasters to make available to schools outlines or syn- 
opses of the program topics if content is not of a current nature. 
Typical of this kind of service now available to schools is the 
Teachers’ Manual and Classroom Gu.de of the Texas School of 
the Air and the Teachers’ Handbook of the University of Minnesota 
School of the Air. In these manuals weekly broadcasts for both 
elementary and secondary schools Are listed for the school year. 
Hour, date, and title of the weekly topic of each program series are 
given. For each major program a brief description of the program 
with suggestions and references introduces the sub-topics. Each 
sub-topic is followed by a list of sources or materials used and by 
guide questions or teaching suggestions. 

Radio education programs of this kind enable the teacher to plan 
the work of a course far in advance. He may check the radio pro- 
grams within the reception area of the school which may contribute 
to some phase of his work, and plan the course to fit into the broad- 
cast schedule. The teacher also has the opportunity to have such 
materials available as may be needed to make the broadcast most 
effective. In the sample programs cited above, the teacher would 
have for use in the classroom or for reference in the library the 
books listed. 

2. Reception . The teacher, having prepared for a broadcast by 
assembling the materials needed, must now consider the second 
major phase of classroom procedure, reception. At the secondary 
level the reception phase will be essentially a listening activity. 
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The teacher must insure an environment conducive to listening ac- 
tivity* Provision must be made against interruption from without, 
or distractions from within, such as incorrect lighting, poor ventila- 
tion, an overheated room, or uncomfortable seating facilities. These 
difficulties are not so likely to arise if the class meets in its own 
room. The volume of the radio should be adequate so that all may 
hear. The seating of pupils in half circles about the radio or tele- 
vision set gives an air of informality and expectancy. When pupils 
are properly motivated from the preparation period, inattention and 
disturbance in the reception phase will be reduced to a minimum. 
The alert teacher will have an klert, enthusiastic group of pupils 
eagerly anticipating the broadcast. 

The technique of “listening” discussed in an earlier part of this 
chapter is the major concern of the teacher and the pupil. Should 
the pupil take notes to supplement his memory and t j insure conti- 
nuity of idea? There is evidence that note-taking during radio pro- 
grams tends to distract attention from the thought of the speaker. 
Most authorities approve of a few notes to fix main points or to sug- 
gest important data. A broadcast provides an opportunity for the 
teacher to teach pupils proper note-taking techniques under the 
most motivating conditions. 

When travel or current events involving geography are topics of 
discussion, some authorities urge the use of large wall maps, with 
someone responsible for pointing out to the class the places of 
interest. In a large class this procedure may be impractical since 
pupils at the back of the room may experience difficulty in follow- 
ing the map and in listening at the same time. Unless an activity is 
recognized as definitely contributing to the better understanding of 
the pupils in a given situation, the teacher may better focus the 
entire attention of the class upon what is being said. During a 
television program obviously all attention should be focused on 
the screen. 

3. Folloiv-up. Few broadcasts should be ignored after the class 
has heard or seen them. They were featured in the course because 
they were thought to have definite educative value. The program 
amplified, supplemented, or provided stimulation for the work of 
the class. The follow-up or third phase of classroom procedure is 
an important consideration for the teaci *r. 

The nature of the contribution made by a broadcast determines, 
as a rule, the extent of follow-up attention which the broadcast 



412 Using Radio and Television 

receives. If the broadcast serves chiefly as a springboard for die 
study of a unit and is intended primarily as a means of motivating 
the introduction of the study, it may achieve its purpose with only 
incidental further reference. On the other hand, the broadcast may 
set die stage and raise the issues which become the heart of the 
new unit Under these circumstances the class should give con- 
siderable attention to the issues raised and to the possible implica- 
tions of the discussion towards their solution. A critical considera- 
tion of the way a problem is presented, the weight to be given to 
the evidence or arguments advanced, the impersonal or biased way 
a speaker approaches the subject, the lines of attack which remain 
to be made before the class feels a proper answer may be given to 
the issues involved — such considerations may well become the 
aftermath of a radio broadcast. If the broadcast adds valuable sup- 
plemental material for a course the pupil should understand in what 
way this material is significant 

The teacher should make every effort to derive maximum educa- 
tional values from every broadcast used. Each pupil should have 
an opportunity to react to what he has heard. 

Some general considerations 

I 

In addition to the major phases of classroom procedure in die 
use of the radio or television discussed above, there are some other 
items of importance in the instructional use of broadcasts. 

1. Danger of overvaluing radio and television. Like all newly 
found instructional aids die radio and television are in danger of 
being overvalued by many teachers. They are not panaceas for all 
educational ills. Like the film and other visual-auditory aids which 
have their particular place in the broad program of instruction, the 
radio and television can be valuable supplemental aids. They can- 
not, however, replace the teacher. In emergency situations such as 
were created once by an earthquake in Long Beach and an epi- 
demic in Chicago, when the schools are closed, the radio and tele- 
vision may keep some aspects of the educational program function- 
ing to a limited extent. These instances have revealed 5 both the 
values and the limitations of radios as an agency of instruction. 

2. Supplementing radio and television with other aids, jit is well 
to remember that radio is only an auditory aid to instruction, and 
television adds only a limited visual aid. Radio has the* principal 
weaknesses characteristic of verbal instruction. In many situations 
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radio and television should be supplemented with visual aids such 
as maps, graphs, objects, slides, and the motion picture, 

3. Use of regular classroom where possible . It is axiomatic in 
good instructional procedure that listening is facilitated under con- 
ditions which reduce distraction to a minimum. If the radio or 
television program can be received in the regular classroom under 
normal conditions of quiet, a maximum of concentration upon the 
program is possible. The room and surroundings are familiar. 
When it is necessary to move the class to some common center or 
auditorium where a radio or television is available for the use of 
the whole school, the unfamiliar room is a stimulus to distraction 
and the normal situation for the intimate rapport of teacher and 
pupil characteristic of the regular classroom is greatly weakened if 
not destroyed. 

4. Value of out-of-school listening . The teacher should not be 
indifferent to the use of educational radio-television programs 
which ?re Lioadcast at other than school hours. Valuable pro- 
grams that will contribute to many phases of courses taught are 
available to pupils at home. The alert teacher will encourage pupil 
use of such broadcasts and give recognition for contributions orig- 
inating from out-of-school listening; such encouragement and rec- 
ognition are important ways to teach discrimination and appre- 
ciation for leisure time use of the radio and television. The teacher 
may well utilize the leisure time radio and television listening of 
pupils to entertainment programs as a classroom activity. Discus- 
sion of these programs will help pupils to improve their standards 
of evaluating this form of entertainment. 

5. Use of radio-television equipment. The larger question of 
broadcasting and reception equipment is not one of major concern 
to the teacher. He should realize that a modem radio or television 
receiving set is all that is necessary. If a large receiving set is not 
available a good medium-sized one will do especially where the 
class is small. Many schools have a central address system with a 
receiving outlet in each room. The same is being developed for 
television reception. Thus programs can be channeled to class- 
rooms as may be desired. The writer was in a small school recently 
where such a system made possible tb« channeling of three radio 
programs to different rooms at the same time. Additional facilities 
of such systems provide for recordings as well. Some schools have 
a number of radio receiving sets on casters which are made avail- 
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able to classrooms as teachers need them. It is more satisfactory 
of course, to have a receiving unit as a regular item of schoolroom 
equipment In small schools one or two combination receiver and 
recorder sets will prove satisfactory as general purpose radio units. 


5 . Hew Set Up Standards for Selecting Programs? 

The good teacher will consider certain standards to guide him 
in die selection of radio and television programs. These standards 
will, of course, vary in certain particulars depending upon the 
nature of the course taught or upon the specific purpose for which 
the broadcest is desired. With some adaptation, however, the fol- 
lowing standards may be applied to almost all educational pro- 
grams. 

Availability 

A program is available if it is scheduled at a convenient time and 
if reception is good. The hour of a broadcast may not coincide 
with a particular class penod and it may not be possible or con- 
venient to have a class meet at the time scheduled for the broad- 
cast. A program may appear to be most desirable for the purpose 
of the course or occasion but it may be broadcast over a distant 
station or network for which reception is known to be poor Teach- 
ers should consider carefully the factors which affect the availa- 
bility of radio programs. 

Length of program 

The time factor is important in the selection of programs both 
with reference to the needs of the teaching situation and to the 
proper planning of the instructional program If no time is avail- 
able for follow-up activities or if the values to be received do not 
warrant the time required for the broadcast, the teacher must 
decide on the advisability of including it in the teaching program. 
Most programs do not exceed one-half hour in length although 
some are longer. If the teacher plans follow-up activities after a 
broadcast adequate time must be available to capitalize upon the 
immediate stimulus of the program. 

Applicability of broadcast 

Radio or television programs are selected with reference to their 
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assumed contributions to the activities of the classroom. A pro- 
gram may have valuable educational qualities but still be unsuited 
to the particular situation for which it is being considered. The 
teacher should determine what specific contribution each broadcast 
will make to the class. Will it add significant facts or create new 
attitudes? Will it clarify or help answer problems the teacher knows 
will arise in the development of the course? Will it cause the pupils 
to see implications which lead naturally into the next unit of work? 
In short, will the broadcast meet a need not readily met by other 
means? These are considerations which the teacher must weigh 
when selecting a radio program. 

Stimulation of interest. The devices used in broadcasting are 
calculated to arouse and hold the interest of the listener. Speeches 
by outstanding personages of the day, “vignettes of history” and 
other dramatized sketches, broadcasts from museums such as the 
Smithsonian Institute or by distinguished scientists, televised events 
such as major UN activities, Congressional hearings, a variety 
of publi: n openings of general interest, and similar programs in 
other areas of school study stimulate interest and challenge think- 
ing. 

Effectiveness of presentation , 

Those who are responsible for radio or television programs of an 
educational character exercise great care in securing talent pos- 
sessing superior radio personality, that is, persons with good voices, 
clear enunciation, a quality of magnetism, and a flare for the dra- 
matic. However, many important personages in th? educational 
or political world lack these important qualities. It is ^ten difficult 
for an eminent specialist to present his material in non-technical 
language suited to the level of understanding of pupils. The teacher 
will do well to check the effectiveness of presentation which can be 
expected from the speakers on a program before deciding to use it. 
As one writer has commented: “No matter how worthy the content 
and objectives, a radio program is ineffective if poorly presented.” 10 

Accuracy and authenticity of broadcast 

The accuracy and authenticity of the facts and generalizations 

to How to Use Radio in the Classroom, p. 7. Washington, D.C.: Association 
of Broadcasters, 1939. 
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presented in a program should be of major concern to the teacher. 
A radio or television program should meet the most rigorous test 
of accuracy that would be applied to any other material used in 
die classroom. To prejudge the projected program the teacher 
should check the source of the broadcast. If the sponsors are an 
educational group, the competence of those responsible for its pro- 
duction should be determined. It the sponsors are a commercial 
agency the teacher should determine why a particular program is 
being sponsored and to what extent the sponsors and producers 
have a reputation for fidelity to truth. The program may be worth- 
while or it mav be a propaganda broadcast of questionable ac- 
curacy. Students should be taught to question the accuracy of 
broadcasts and to apply the other standards of selection as a means 
of developing an ability to discriminate among the many programs 
available. 


QUESTIONS AND PROBLEMS 

1. Write a two-thousand-word paper showing the various types of edu- 
cational radio programs now available foi school use. Indicate briefly 
how each may contribute to the educational purposes of the school. 
Do the same for tele\ision piograms. 

2. What educational significance should be attached to the rapid devel- 
opment of “listening groups*? • 

3. What were some of the early educational uses of radio? 

4. Account for the extensive development of educational piograms via 
radio and television not originating through the agency of the public 
school. 

5. What are some of the major national organizations concerned with 
educational broadcasts or the use of the radio or television for educa- 
tional purposes? What distinct services may each render to the 
school or classroom teacher? 

6. Do you think that sometime in the future, as many teachers have 
feared, there is a likelihood the radio and television may supplant the 
teacher? What reasons can you adduce to support your answer? 

7. What are the psychological and pedagogical bases for the use of 
radio and television in education? 

8. Can you enumerate a number of educational uses which m^ght be 
made of the radio or television which are not now utilized? t 

9. What are some rf the limitations in the use of radio or television to 

be recognized by the teacher? * 

10. a. What reasons may be advanced for the school's responsibility O 
utilize the radio and television for adult education? 



Using Radio and Television 417 

b. Suggest legitimate ways of utilizing the radio and television for 
adult education through the school. 

11. What are some of the problems of education accentuated through 
modem commercial practices in radio and television broadcasting? 

12. In what ways will television contribute to the present educational 
values of radio? 

13. Set up a list of criteria by which the teacher may evaluate the results 
of classroom use of radio or television. 

14. What are some of the new technical advances in radio broadcasting 
and reception which promise much for educational radio use? Ex- 
plain how these new developments may affect educational use of 
radio. 

15. Explain some of the significant recent experiments which have been 
made in radio education. 

16. What are some of the major problems confronting the school in 
developing maximal use of the radio? 

17. There are many who believe that television will never be as useful 
as the radio in education. What basis have they for their opinion? 

18. What are some of the distinct educational advantages which tele- 
vision has over radio? 

19. How can television be used as complementary to the radio as an 
educational media? 
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How Can the Learning Environment 
Be Improved? 


1. What Are Some General Considerations? 

Importance of good schoolroom conditions 

Six or seven hours in schoolrooms under unhygienic conditions 
are likely to affect seriously the health of students. Certain unsat- 
isfactory conditions may prove detrimental to the health of the 
teacher as well. The crowding of adolescents into congested school- 
rooms, where they must live in close contact with youth from dif- 
ferent types of home hygienic environments, requires the greatest 
care to safeguard the welfare of all. The rapid growth of body 
and bodily organs at the adolescent period — with uneven growth 
between some parts of the body such as heart and arteries — makes 
this age subject to ready overstrain of body and growth malfor- 
mation. These facts necessitate the greatest care that the most 
healthful schoolroom conditions possible prevail. 

Learning, too, is recognized as much more responsive to favor- 
able physical classroom conditions than formerly thought. The 
much-worked psychological principle that pleasurable reactions 
facilitate learning is basically true. Modern education, on sound 
psychological and pedagogical grounds, is committed to the policy 
of creating the most favorable conditions possible for learning ac- 
tivity. Many innovations in the school, both in facilities and 
method, are the direct result of this policy. 

It goes without saying that die teacher is favorably affected by 

423 
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good environmental conditions. When students approach their 
work with pleasure, if not eagerness, the teacher cannot but feel a 
buoyancy of spirit and satisfaction in his work not otherwise pos- 
sible. In lesser degree, possibly, but none the less positively, un- 
hygienic conditions in die classroom make serious inroads upon 
the health of the teacher. A teacher devitalized through illness or 
subjected to a constant feeling of exhaustion and depressed spirits, 
cannot be one hundred per cent efficient in the classroom. Enthu- 
siasm, alertness, and a radiant spirit, so necessary to the success 
of the teacher, are the concomitants of good health and pleasant 
working conditions. . 

Teacher controf of physical environment 

Some factors that affect the classroom conditions are outside the 
province of the teacher and will not be dwelt upon here, except as 
they contribute to the teacher’s understanding of the total prob- 
lem. Discussion of these belongs to texts in school administration. 
If, for example, the construction of the building has been so ill 
adapted to the purposes for which it was built that no satisfactory 
scheme of ventilation is possible, and the provision for lighting, 
both artificial and natural, is inadequate at best, then the teacher 
is powerless to make the physical environment ideal. 

On the other hand, there is much the teacher can do to make 
poor physical conditions better. Very often poor physical condi- 
tions exist because of negligence and indifference on the part of 
the teacher. The writer seldom approaches a class discussion of 
the items considered in this chapter without a feeling of semi- 
apology for not assuming that teachers in training, many of whom 
have had teaching experience, should be capable of proper super- 
vision of classroom conditions without further instruction. So many 
of these considerations seem so obvious. However, each year of 
supervisory activity with teachers in training and the visiting of ex- 
perienced teachers lead more surely to the conviction that few 
aspects of the teacher’s work are more generally neglected, 

2. What Are Proper Lighting Facilities? t 

Eye strain 

Myopia, or shortsightedness, is probably the most prevalent form 
of defective vision found among those of school age. By the time 
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the high school has been reached the use of eye glasses has become 
common among those of more studious inclination, at least Some 
studies have shown all die way from 11 to 70 per cent defective 
vision among school pupils. Interestingly enough, the increase in 
defective vision has been found in some instances to follow a direct 
and accelerated ratio of advance in school from grade to grade. 

The eye is the most sensitive of the bodily organs, and is most 
readily affected by conditions incident to the schoolroom. The 
nature of reading, which requires dose application to small figures 
that make up the letters erf words, tends to require a focusing of 
the eye not normal under non-reading conditions. Continued focus- 
ing of die eye in this manner leads to the adjustment of musdes 
of the eye so that permanent localization on die basis of this read- 
ing results. Improper lighting, where additional strain is necessary 
to distinguish words, aggravates an already bad condition. Often 
incorrect position of the book while reading adds to the abnormal 
strain upon the eye. If the rays of light come direedy from the 
front, or if bright sunlight shines direedy upon the reading page, 
die eye strain is intensified. 1 

Proper lighting standards 

Many of the things discussed here the teacher can do nothing 
about. If the teacher understands what constitutes good lighting, 
he will realize when it does not exist and do what he can to alle- 
viate the evil. It is very difficult to judge the adequacy of light if 
one trusts one’s senses alone. Many teachers have pulled down 
blinds because they thought a mellow light was desirable, when a 
casual glance at die deficient light area of the room, plus the dull 
atmospheric conditions outside, told the observer the standards 
were far more trustworthy than the teacher's judgment. 

For many years it had been generally accepted in school build- 
ing standards that at least one-fifth glass area to floor area was 
necessary, under normal conditions. Within recent years there has 
appeared a definite trend toward the recommendadon of greater 
room illumination than the above standards make possible. In 
some sections of the country, where inclement weather is charac- 

i For a most helpful discussion of the relations of proper lighting to the 
health and efficiency of pupils, in non-tcclinical langi, .ge, see American School 
Buildings, chapter XIII, "Light and Color," Twenty-Seventh Yearbook, Amer- 
ican Association of School Administrators. Washington, D.C.. National Edu- 
cation Association, 1949. 
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teristic of the nine months of die season when schools are in ses- 
sion, one-fourth glass area to floor area is not considered enough. 

For the teacher who does not wish to take time to determine by 
exact measurement the natural light available, it is only necessary 
to remember a few facts that will provide an approximate estimate. 
A room with a ceiling eleven and one-half to twelve feet high 
should have windows extending to within not less than four or five 
feet of each end of the room. They should begin about three feet 
from the floor and extend to the ceiling, with not more than five 
or six indies of space from glass to ceiling. The wall space be- 
tween windows should not exceed one foot. These rough figures 
will give approximately one-fifth glass area to floor area when the 
room is not more than twenty-two feet wide and in normal rec- 
tangular form. 

The past few years have witnessed much discussion of our school 
lighting standards. In the early thirties light with an intensity of 
five foot-candles at each desk was regarded as highly satisfactory 
if not ideal. Today there is a general tendency to think of several 
times that illumination as a minimum standard for our schools, with 
many responsible groups insisting upon twenty to thirty and even 
fifty foot-candles of artificial lighting as more nearly adequate. 1 

Below is given the proposed lighting standards set up by several 
groups concerned with proper school lighting. These lighting 
standards are typical of the recommendations now being made for 
schools. If anything, the tendency would be toward raising the 
standards for such activities as sewing and drafting. 

Within the past few years there has been a change of emphasis 
with respect to school lighting. Basically attention is still given to 
the sufficiency of the light available, as Table 4 indicates; much 
concern, however, is now shown for a proper diffusion of light to 
avoid shadows, the avoidance of too sharp contrasts in amount 
of light surrounding the field of vision, and the elimination of 
glares. As one authority has stated: 1 

For satisfactory visual environment the brightness of school room 
surfaces should not exceed 500 foot-lamberts and the glarfe factor 
should not exceed 15. 

a "Recommended Illumination Levels for Classrooms and Othet School 
Areas," IBS Lighting Handbook, pp 10-76. New York: Illuminating Engineer- 
ing Society, 1947 

*Hamon, Rav L Lightning Schoolrooms, Pamphlet No. 104, p. 4. Wash- 
ington, D.C.: U S Office of Education, 1948. 
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Table 4. Proposed Lighting Standards for School Buildings 


Typee of Room* 

Minimum Operating Foot-Candles Recommended 

+ Illuminating 
Engineering 
Society - 1947 

t National Edueation 
Association — 1940 

**U. S. Office 
of Education — 
1948 

Class and Study Rooms 

SO 

30 

30 

Corridors 

5 

5 


Drafting Rooms 

50 

50 

40 

Gymnasiums 

20 

20 


Laboratories 

30 

30-50 

40 

Lecture Rooms 

30 

20-50 


Lunch Rooms 

10 

10 


Sewing Rooms 

50 * 

100 

40 

Stairways 

10 

5 


Shops 

30 

30-100 

30 

Sight Saving Rooms 

50 

50 

40 

Store Rooms 

5 



Wash Rooms 

10 

10 



* From IBS Lighting Handbook New York: Illuminating Engineering Society, 1947. 
t From Teaching About Light and Sight, p. 45. Washington, D C.: Research Division, N E A. 

♦♦From Hamon Itv r I* Lighting Schoolrooms , Pamphlet No 104. Washington, D.C.: U8. 
Office of Education, 1948. 

Clear visibility requires a distinct brightness difference within the 
visual task or central field, but brightness differences outside of the 
immediate visual task should be held within limits which are con- 
ducive to eye ease and efficiency. 

To achieve this, the writer goes on to say that: 

Brightness balance will not be accomplished until color is considered 
an equal partner with light. The seeing conditions in many school- 
rooms can be improved as much by painting as by adding wattage. 
High-reflection-factor surfaces in a room contribute to better lighting 
by the reducing brightness differences and by actually increasing the 
availability of light. If the room and furniture surfaces reflect a high 
percentage of light, the light is diffused and shadows are reduced. 

He further suggests that ceilings should be so finished as to have 
a reflection factor of 85 per cent, walk down to the wainscoting 
should have a reflection factor of not less than 60 per cent, and from 
the wainscoting to the base board the reflection factor should not 
be less than 40 per cent, trim should have approximately the re- 
flective factor of the surrounding walls, the floors should maintain 
a reflection factor of 30 to 40 per cent, and equipment, such as 
desk s, tables, chairs, should maintain a reflection factor of 30 to 40 
per cent 
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The following table may help the alert teacher to judge the re- 
flection value of the room color scheme. With a knowledge of 
what are desirable lighting standards and some idea of die reflec- 
tion value of colors there is much that the teacher can do to pro- 
vide the maximum light for the pupils which the physical condi- 
tions permit. Shades can be manipulated to advantage, light of 
greater wattage can be used, and if seats are not bolted down 
pupils can move about the room in search of the best lighting con- 
ditions available. 

Table 5. Average Reflection Factor of Certain Colors 


Color 

Average 

Reflection % alue 

Color 

Average 

Reflection \ alue 

White 

.88 

Dark — Blue 

08 

Light — Blue-Green 

.72 

— Yellow 

.50 

— Buff 

.70 

— Brown 

.10 

— Cream 

.79 

— Grey 

.25 

— Grey 

.73 

— Green 

.07 

— Blue 

.55 

— Black 

.03 

Medium — Blue-Green 

.64 

Wood finishes 


— Yellow 

.65 

Maple 

.42 

— Buff 

.63 

Walnut 

.16 

— Grey 

.61 

Mahogany 

.12 


Adapted from Electrical ft arid, p 107, October 25, 1^47 


Suggestions for regulation of lighting 

The suggestions offered here apply particularly to older tradi- 
tional classrooms. Where teachers are fortunate enough to teach 
in school buildings constructed to facilitate a modern educational 
program, rooms are larger, lighting is plentiful and properly 
blended, and the freedom of the workshop atmosphere of the 
rooms makes it easy for teacher and pupils to adjust their activ- 
ities in such ways as to take advantage of all lighting possibilities. 

A universal first rule stipulates that light should come over the 
left shoulder of the student. This rule needs intelligent interpre- 
tation, as does almost every generalized suggestion. The rule 
assumes, first, that seating arrangements are more or lesi fixed; 
and the rule, therefore, must take into account this total situation. 
Writing, reading, drawing, etc., are presumably done und4r fixed 
seating conditions. The basis for the rule is to avoid shadows when 
writing, drawing, or otherwise so engaged with seat work as to 
produce them, should light come over the right shoulder. It matters 
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not at all over which shoulder the light comes if the student is 
reading, or engaged in classroom discussion where writing is not 
required. The second assumption lying still further back of the 
rule is that students are right-handed. The rule violates its purpose 
if thoughtlessly applied by the teacher to left-handed as .well as 
right-handed students. In these days when flexible seating arrange- 
ments are the vogue, this rule needs intelligent application. Whore 
overhead lighting is ideal, and wall light reflection blends the light 
to avoid shadows, the rule does not apply. 

The second rule is that glares should be eliminated, as far as 
possible. The source of light-glare may arise from improperly 
shaded or unshaded windows. Windows in front or on two sides 
of the room will produce glares and cross shadows. It is disconcert- 
ing to an observer to see a student twisting about most uncomfort- 
ably in an effort to avoid direct rays of the sun upon book or 
writing while the teacher looks on quite unconscious of any diffi- 
culty. Shiny surfaces, particularly shiny blackboards, are most an- 
noying. The glare makes reading of blackboard work exceedingly 
difficult. Improper artificial lighting, as well as direct lights near 
the front of the room, is another source of harsh glare. Hard, bril- 
liant colors in wall and ceiling decoration as well as dark floors, 
desks, and other equipment, add to the causes of room-glare 
The teacher may have little voice in the remedy of incorrect build- 
ing construction, but he can have much to do with the use of 
shades, and sometimes through education may induce a change 
from direct to indirect lights with adequate candle power, or 
proper choice of colors when the time comes for periodic room 
redecoration. It is safe to say that most teachers, either because of 
carelessness or ignorance of principles of correct usage do not use 
the window shades available with even a 50 per cent efficiency. In 
this connection a good but simple rule for teachers to keep in mind 
is that for visual comfort and efficiency within the visual field no 
area or source of light “be brighter than the task, nor less than one- 
third as bright as the task, while the general level of illumination 
is high." 4 

The third rule is that on dull, cloudy davs all shades should be 
up on windows on one side of the room, aud artificial lights used 

* Paraphrased and quoted from American School Buddings, Twenty-Seventh 
Yearbook, American Association of School Administrators, p. 222. Washing- 
ton: National Education Association, 1948. 
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particularly along the side of the room opposite the windows. Be- 
cause a room “seems" to the teacher to be sufficiently lighted does 
not make it so. Objective standards are safer guides for die teacher 
to follow. 

A fourth rule, frequently violated, is that teachers should stand, 
when class attention is desired, at a position in the room consider- 
ably distant from the windows. Many teachers have a habit of 
standing before a window during recitation, or other form of class 
activity where students must give frequent attention to the teacher. 
The undesirability of this position should be obvious. The more 
teachers adopt modern classroom *methods the less these cautions 
will be needed. 

A fifth rule is that when fixed seating exists in traditionally 
lighted rooms the teacher should see that left-handed students are 
located near a window, so that the evil of light shadows upon their 
work may be reduced to a minimum. The alert teacher can do this 
tactfully, without the student’s becoming sensitive to his abnor- 
mality and the special consideration given him. 

3. What Constitutes Good Heating and Ventilating? 

Recent research and standards 

Few phases of classroom conditions have been subject to more 
intense study, within the past twenty years, than the heathful as- 
pects of room temperatures and ventilation. Many conclusions 
tend to require a change of the standards previously set. For ex- 
ample, almost all text references to date have set a minimum of 
thirty cubic feet of fresh air per minute for classrooms, or a com- 
plete change of air every eight minutes. Recent studies tend to 
show that one-half that volume of air change does not endanger 
health, and in many respects is more desirable. Indeed, some recent 
studies have indicated more healthful conditions at the lower vol- 
ume of air change . 3 * * * * 8 

s For a thorough and authoritative studv of this entire problem see %H eating 
and Ventilating Recommendations for New York State Schools, Niw York 
State Education Department, Division of School Buildings and Grounds. 

Albany, New York* University of the State of New York Press, 1946. See also 
American School Buildings, Twenty-Seventh Yearbook, American Adodation 
of School Administrators, pp. 146-156. Washington, D.C : National Education 

Association, 1949. 
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Schoolroom temperatures 

A temperature of 68° has been considered the most satisfactory 
for efficient study and health. The New York Commission on Ven- 
tilation found that variations of 2° to 3° above or below 70° “do 
not exert a measurable influence upon respiratory-disease-incident.” 
The Commission did find, though, that respiratory-illness-inattend- 
ance was definitely higher with temperatures above 73° and be- 
low 67°. The Commission further found that overheating does have 
a very important effect upon the amount of physical work done. It 
was found that 15 per cent less .work was performed at 75° than 
at 68° with 50 per cent relative humidity and no air movement, 
while at 86° with 80 per cent relative humidity, work was reduced 
28 per cent. The humidity may vary from 25 to 50 per cent with- 
out appreciable effect upon the health or comfort of the students. 
Slightly below 50 is best. The recommendations made in 1949 by 
the New York Board of Education are in general agreement. It 
suggests lower temperatures where physical activity is involved. 

The teacher can do much to control healthful and efficient work- 
ing temperature conditions in the schoolroom. Perhaps when the 
difficulty is in underheating, the teacher can do little but notify the 
office, in schools controlled by central heating plants. Overheat 
can be regulated to a large extent by turning off radiators and 
through a proper use of open windows. 

Schoolroom ventilation 

For years it was assumed that poor ventilation involved toxic 
poison through the presence of an oversupply of carbon dioxide in 
the air. The more recently accepted view, and the one maintained 
by the New York Commission on Ventilation, is that the discomfort 
experienced in poorly ventilated rooms is due “not to any chem- 
ical poisons, known or unknown, but to interference with heat loss 
from die body surfaces resulting from high temperature, excessive 
humidity, and lack of air movement. . . . The conclusion of all com- 
petent experts today is that the essential problem of ventilation — 
except where poisons or dusts due to imperfect combustion or in- 
dustrial processes are concerned— -is physical and not chemical, 
cutaneous and not respiratory.” • 

• “Pinal Contributions of tho New York Commission on Ventilation"; in 
School Ventilation Principle* and Practices, p. 3. Bureau of Publications, Teach- 
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If excessive heat, humidity, and still air are the causes of dis- 
comfort associated with poor ventilation, then the main objective 
of ventilation obviously is to rectify these conditions where they 
exist. The Commission contends that the removal of bodily heat 
is the major concern of ventilation, and that it can be achieved by 
lowered humidity, lowered temperature, and by air circulation. 
They suggest, further, that bodily exhalations in ill-ventilated 
rooms produce odors esthetically unpleasant, but that, other than 
the possible effect on health through lessened appetite that has 
been shown to result, no ill effects will be felt. 

The teacher need not be concerned over the controversy that 
has waged over adequate ventilation systems. He can teach with- 
out anxiety if the air is not changed once every eight minutes. If 
temperature and humidity are controlled and some air movement 
assured, no danger to health need be feared. Experiments have 
shown that elaborate mechanical devices to purify air and circulate 
it at the rate of 30 cubic feet per minute per student are no better 
than simpler window-gravity types under normal conditions. In 
fact students and teachers complain of odors and uncomfortable 
drafts where air circulates so rapidly. When the teacher must aid 
ventilation, open windows, with sash boards that protect the 
student against draft, are considered satisfactory. The main things 
the teacher needs to watch are air movement without drafts upon 
students, heating, and excessive humidity. 

4. What Are the Problems of Seating? 

Hygiene of school seating 

The hygiene of school seating has received careful study in recent 
years. Bennett, in his painstaking study, 4 * * 7 cites data to show the 
bad effect improper school seating has upon correct physiological 
development and health. In one instance of 400 cases treated at 
the Boston Hospital for the Crippled and Ruptured, over 71 per 
cent of the cases were considered to have their origin in school. 
Girls are the greater sufferers from bad school posture. 

en College, Columbia University, New York, 1931 These conclusions are 
concurred in by the New York State Educational Department, and American 
Association of School Administrators in the sources r e f e rred to earlier in 
chapter 

7 Bennett, H E School Posture and Seating, chapters IV— V. Boston: Cbm 
and Company, 1928 



Improving the Learning Environment 433 

Seats are provided the teacher, but most schools are equipped 
with seats or desks of different sizes. The teacher may well see to 
it that the best possible seating adjustments are made, within the 
limits the schoolroom gradation in seat-size permits. The teacher 
should consult a scientific study of seating with its practical sug- 
gestions. 

Light and seating 

Under the consideration of light some aspects of good seating 
were incidentally discussed. On the assumption the teacher had 
the traditional seating and lighting conditions to contend with, it 
was suggested that the students be seated, except in special cases, 
in such a manner that light might come over the left shoulder. 
This is difficult to do because the students seated near jhe front of 
the room will be ideally located, while those midway back near 
tiie window may find light from the front, side, and rear. The stu- 
dent in the last row near the window will probably face the light. 
Where the teacher has moveable seats or tables and chairs adjust- 
ments should be made to overcome these difficulties. 

The angle at which the book is placed before the student is im- 
portant for ease of reading vision. The page should be on a direct 
vertical line with the eye if distortions are to be avoided. Often 
unconsciously the student will squirm into grotesque positions in 
an effort to approximate a vertical relation between eye and page. 
Desks with slanting tops are most desirable. Where these are not 
provided the alert teacher will suggest some way in which the stu- 
dent may improvise such a slanting effect for his book. Students 
are observed frequently with a couple of books under the upper 
portion of the one read, so as to form an angle that permits an ap- 
proximation of a vertical line between page and eyes. 

Defective hearing and seating 

In most classes the teacher will have one or two students with 
defective hearing. In rare cases the defect will be so noticeable that 
the teacher can pick out the sufferer quickly. Generally the deaf- 
ness is only partial; and, if it is of long standing, the student will 
have acquired a means of compensation so that the handicap is 
not noticeable to the casual observer. The author had a University 
student totally deaf in one ear and defective in the other. Four 
years of intermittent association with that student, however, did not 



434 Improving #e Learning Environment 

•» 

suggest her difficulty until, one day while she was in the office, she 
casually remarked that an illness had left her hearing semi-defec- 
tive; She resorted to lip reading to supplement auditory stimulus. 

Most students are sensitive about any physical defect of this 
nature. The teacher should acquaint himself with the physical 
record of every student in his classes, and as unobtrusively as pos- 
sible seat these students near the front and at an angle from the 
teacher's accustomed position before the class so that the disadvan- 
tage of left- or right-side deafness can be minimized. 

Seating in relation to learning 

The traditional classroom seating arrangement is based upon 
the equally traditional educational theory that learning is a “pour- 
ing in” process. The students are assumed to be empty vessels into 
which a golden stream of wisdom flows from the lips of the teacher 
into the eager ears of the learner. The teacher is the center of the 
educational situation; therefore the seating is so organized that 
attention is focused upon the teacher. It is what is known as the 
teacher-centered theory of education. Naturally the lecture method 
has been die dominant mode of teaching in this theory of educa- 
tion. In Europe, whence we appropriated much of our earlier 
theory and method, the lecture wax the almost exclusive modus 
operandi of the secondary classroom. In America the classroom 
method gradually shifted from the lecture to the recitation, or “les- 
son hearing,” as the latter has been called. The teacher still re- 
mained central, though the “pouring in” came via the textbook. 
The seating arrangement remained as satisfactory for the recitation 
as it had been for the lecture. To insure quiet and ease of admin- 
istration the seats were fastened to the floor, in rows of military 
precision. 

Today all is changed — in theory. Seating practice remains 
largely as in the past. Adjustment of our practice has not kept pace 
with theory. The lecture is considered incidental, and the tradi- 
tional recitation is in ill repute. Other methods have to a large 
degree supplemented them in accepted educational theory, based 
upon a “child centered” concept of education. Activity rather than 
passivity is thought to be the key to learning. The seating organiza- 
tion in a large majority of our high schools, however, Vtould fit 
admir ably into die philosophy and practice of education of two 
centuries past Gradually, loose-arm chairs and tables are supplant- 
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ihg the rigid immovable desks. In these places the observer will 
see students grouped about in circles with the teacher seated in 
the circle, or clustered in small groups in various parts of the room, 
or possibly silently at work at a table or chair with the teacher in 
the background as educational guide and counselor. To fit the 
newer theory of education seating must be flexible, so that, when 
lecture or testing is in order, seats may be arranged to face one 
way; when discussion or study is in order, the seats may be placed 
singly, in a circle, or in small groups, to meet the needs of the 
^situation. 

The teacher who accepts the newer theory of education may 
find it difficult to fit into his own needs a seating plan adjusted to 
a contrary theory. Adaptations are all that the teacher can make. 
Salesmanship, after considerable orientation into the ljfe of the 
school, may bring about changes — movable desks at least — but 
these must, if at all, come slowly. Patience here becomes a virtue. 
The important thing is for the teacher to recognize what philosophy 
of education and method lies back of traditional forms of classroom 
organization so that every advantage may be utilized through intel- 
ligent adaptation and adjustment where these are possible. 

5. What Is Good ^Classroom Equipment? 

Need of classroom equipment 

In Chapter 15 the problem of equipment was discussed in con- 
siderable detail and from the standpoint of visual aids. Onlv brief 
mention will be made of equipment problems here. A recent 
writer has said, “A good teacher might teach a lesson in apprecia- 
tion without a picture before the class, but most teachers would be 
doomed to failure without one/' It is like the old Hebrews' com- 
plaint while in Egyptian bondage that they were compelled to 
make bricks without straw. Teaching is more fortunate than many 
other professions: one can teach with little equipment. The degree 
of efficiency that might have been rendered with adequate equip- 
ment, however, is another story. The writer met a young graduate 
of the law school a short time ago and, after congratulating him on 
the degree and successful passing of the State Bar examination, 
asked him where he had set up his practice. He replied he was 
not practicing law because he had not been able to associate him- 
self with any law firms; his home town did not have a court library 
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and, of course, he did not have money to procure the necessary 
equipment No teacher is so dependent upon equipment, though 
the untrained public has not realized the absolute necessity for 
equipment if the best teaching is to be done. The fact that the 
teacher and the school can apparently M get by” without it should 
not lead the teacher to underestimate the value of equipment. A 
good professional library for himself is an essential for the teacher. 

Equipment needed 

Most smaller communities are woefully deficient in ordinary 
school indispensables. Office files, mimeographs or duplicator 
machines, maps — even decent blackboards, erasers, and chalk — 
are not always available, or, if they are, they are in bad condition 
and inadequate in quantity. Most of our larger schools are more 
fortunate. Many desirable things may be lacking, but necessities 
they usually possess, and these of good quality and quantity. 

Blackboards have been considered indispensable to the school, 
and so they are. The extensive space devoted to blackboards is 
less needed than formerly. Some of this space could more profitably 
be used for display boards. 

An extensive library is more and more becoming a sine qua non 
of a good school. The shift in educational point of view and 
method necessitates a working library of standard reference works 
of recent copyright and supplementary materials in each major and 
related field. A small high school library should have upwards of 
five thousand volumes, of comparatively recent issue. Ordinary 
books of fifteen to twenty-five years' vintage are of little value. 
Books of ten-year purchase, except in standard fields such as 
classics in literature, are likely to be obsolescent. In many sciences 
they become positively obsolete. In a recent state adoption of text- 
books in which texts for twenty-seven subjects were considered, 
only six titles of the adoption six vears previous were resubmitted 
by textbook publishers. Some of these the publishers must have 
known were obsolescent and superseded bv more excellent texts 
then on the market. It is difficult for the very small rflral high 
schools to secure sufficient money for books to enable^ efficient 
work to be done. Fortunately, many state libraries, evep county 
libraries, are developing an extension service in which books in 
quantities of fiftv or more are loaned for a given period to the 
school, subject to exchange for another quota of books. Valuable 
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as this service is, librarians and school officials recognize it as a 
makeshift only, in lieu of a school-owned library of adequate pro- 
portions. Many educators rightly consider a large working library 
as the very heart of the modern schools equipment. 

The attitude toward science equipment has been undergoing con- 
siderable change in recent years. Expensive, ingenious equipment 
is not looked upon as a necessity. A definite reduction in expensive 
laboratory equipment of the kind that used to clutter the shelves of 
school science rooms seems in order except for technical schools. 
These words will not have much application, however, to the very 
small high school. It has seldom .provided enough equipment for 
good lecture-demonstration procedure, let alone the needs for 
good laboratory work. Many consider the use of inexpensive mate- 
rials more advisable for physics or general science courses — mate- 
rials with which the student is familiar — rather than expensive, 
highly complicated devices that attract attention more to their 
novelty than to the mechanical principles they are supposed to ex- 
emplify. Many mechanical contrivances about the home, particu- 
larly in rural communities, provide the basis for the elucidation of 
principles the students have repeatedly questioned as they observed 
the operation of these implements and devices. Radio sets, mechani- 
cal egg beaters, cream separators, and even old discarded auto- 
mobile engines will serve the purpose of demonstration. The writer 
recently visited a rural high school where an old Ford Model T 
engine had been brought to the school by a member of the science 
class to study phases of combustion, electrical current, gear ratios, 
etc. Almost every phase of an elementary course in physics can be 
illustrated by equipment familiar to the student and in the natural 
environment of his interests, as well as his evervday usage. 

Physical education, among the special subjects, has likewise 
undergone a revision of emphasis upon equipment. Elaborate 
equipment is not looked upon as necessary. Some apparatus especi- 
ally designed for corrective work should be supplied. Calisthenics 
has given place in progressive practice to free sports and eames 
intramural in nature. The day of excessive interschool athletics 
happily seems definitely in disfavor. Many schools have had the 
courage to abandon these competitive sports altogether in favor 
of a more wholesome balanced intramural form of sports. For such 
a program onlv a modest amount of equipment is necessary. The 
ingenious teacher will find it possible to get students to furnish 
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much equipment of a personal nature, and various devices to raise 
money may be resorted to when the school budget does not care 
for all absolute necessities. 

6. How Develop Room Atmosphere? 

The nature of atmosphere 

A nationally known educator likes to tell of an experience he had 
with a supervisor and principal in a class on “School Problems.” 
They had been discussing “atmosphere” as an important factor in 
a good school situation. All agreed that it was very important to 
the morale of the classroom and the school. When they attempted 
an analysis of what constituted “atmosphere,” there was consider- 
able disagreement. One principal in particular insisted that “atmos- 
phere” was intangible, largely associated with a vague something 
about the teachers personality. She insisted that she could always 
tell when a good or bad “atmosphere” was present, but it was 
impossible to define it objectively or analyze it into constituent 
elements. She had had trouble with teachers who had bad “atmos- 
phere” in the classroom, and had dismissed some from her build- 
ing. After the beginning of school, the next autumn, this principal 
came to the educator in question and said. “I have an apology to 
offer. Never again will I say 'atmosphere' is an intangible quality 
that cannot be analyzed.” Then this principal told of a certain 
room in her building that had been the source of trouble for several 
years. Teachers had been moved because they were judged un- 
satisfactory. The “atmosphere” was noticeably bad The present 
teacher had not done well the year before, but this year something 
had happened. The class was different. She sensed a different 
attitude on the part of students and teacher — a changed “atmos- 
phere.” She tried to find a reason for the change. It suddenly 
dawned upon her that there were some very definite reasons for 
the transformation. She remembered this room for several years 
had been dingy with blackened coal-smoked walls, dark-stained 
woodwork, old rickety desks, shiny worn-out blackboard, dark, 
dirty oiled floors, etc. During the summer the room h^d been 
renovated. Now the floors had been finished like new, sfralls re- 
tinted mellow shades of cream and white, the woodwork retained 
in lighter color, and new desks, blackboards, and light-colored win- 
dow shades installed. A few pictures had been placed upon the 
wall. “Now,” said she, “I know some of the things that make up 
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‘atmosphere.’ Never again will I be guilty of blaming a teacher 
when part of the difficulty is in the condition of the room itself.” 

Sometime ago the writer was visiting a beautiful new school 
building, occupied but two or three years. Quite in contrast to 
many buildings, no writing on the walls, or carving or scratching 
on the desks was visible. The writer commented on this fact to the 
principal. With a note of pride the principal replied: “No, you 
will find no marks on building or desks. Our students take a pride 
in the building. They even move through the corridors with a 
decorum it was impossible to secure in die old building. There 
they did everything students usiially do to walls and desks. Dis- 
cipline has been much easier since we moved into this new 
building.” 

Teacher control of class atmosphere 

Two major factors enter into the thing we call “classroom atmos- 
phere” — room conditions, and the personality of the teacher. Over 
both of these the teacher has a large measure of control. Only in- 
frequendy can he secure the complete reconditioning of the class- 
room when floors, walls, woodwork, and desks are dull or in a 
dilapidated condition. Things are seldom so bad, however, that 
they might not be much worse. Teachers have been observed to 
work wonders with rooms of rather formidable appearance. Even 
good rooms may be made to have a bad appearance through care- 
less disorder of room equipment, paper allowed to collect on the 
floor, some shades permitted to remain at half mast, others at 
rakish slants, while the teacher’s desk and supply shelves are clut- 
tered and disheveled. Neatness and orderliness are the first pre- 
requisites of desirable class atmosphere. The teacher who senses 
the value of classroom atmosphere, as the stimulus to good work 
and good discipline, will see to it that students develop a pride in 
good classroom conditions. When efforts to secure administrative 
help to recondition the classroom are of no avail, the alert teacher 
will enlist the cooperation of the students to contribute pictures 
and a few house plants from their homes. The teacher can well 
afford, in the last extremity, to spend a few dollars in wall decora- 
tions. Student cooperation in minor money-iuising schemes may 
be possible, in small schools, to buy curtains and pictures. Most 
P.T.A, organizations are more than willing to help the aggressive 
teacher. 

The factors of personality, enthusiasm, tact, pleasantness, vitality. 
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cheerfulness, etc., are all subject to the control and development 
of the teacher. These have a large place in the development of 
favorable “classroom atmosphere." The teacher should give as de- 
tailed and careful study to the development of desirable personal- 
ity traits as he does to the physical conditions of the classroom. 
Indeed, it would seem that personality should receive much more 
attention, since personality is the much more enduring and perva- 
sive factor of classroom atmosphere. 

QUESTIONS AND PROBLEMS 

1. Why is it especially important to overcome adverse schoolroom con- 
ditions in teaching adolescents? 

2. What relation have satisfactory physical conditions in the classroom 
to the teacher's personal welfare? 

3. If you were placed in a poorly ventilated schoolroom, what chief 
measures would you attempt to take in order to assure proper venti- 
lation? 

4. List the requisites for an ideally lighted classroom. 

5. What is the reason for the rule that light should come over the left 
shoulder? How should the teacher adapt this rule? 

6. Explain the importance of a teacher’s position in relation to the 

source of light. . 

7. What are the standards of temperature regulation? 

8. Why is the hygiene of seating such an important question? 

9. What type of seatigg fits the newer ideas of education? 

10. List and evaluate the most desirable forms of classroom equipment 
that should (a) be common to all classrooms, ( b ) be available to 
the classroom in your teaching major and minor subjects. 

11. Discuss the value of an adequate school-owned library. 

12. What is the modem attitude toward science equipment? 

13. How can the expense of elaborate laboratory equipment be mini- 
mized? 

14. What is a desirable minimum of equipment for the physical educa- 
tion work? 

15. What are the most important factors of classroom “atmosphere”? 

18. How do personality traits of the teacher play a part in •classroom 

atmosphere? 
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How Can Group Procedures 
Be Organized? 


1. What Are Some Immediate Considerations? 

Time to cover course 

Unless the details of classroom procedure are most carefully 
worked out, the teacher is likely to discover that the hour has 
been frittered away, with little accomplished. Entire class periods 
have been wasted by the lack of organization which led to confu- 
sion, the attempt to retrace steps, the consequent interjection of 
problems foreign to the work of the hour, and a senes of subse- 
quent events that left both teacher and pupil bewildered to find 
the hour over and no progress made Even where less serious 
losses of time occur, it is easy to waste ten minutes here, and an- 
other five minutes there because work has not been properly organ- 
ized. Most teachers find it difficult to complete the work of the 
course in the usual time allotted This would not be of great con- 
cern, in and of itself. Modem education is concerned primarily 
with the development of desirable behavior patterns. It is im- 
portant, however, that the work lie so well organized that the 
pupils have as much significant experiencing as is possib)e. 

Maintain student interest. Even more serious than failure to 
develop a consistent program of work is the devastating effect of 
lost motion on student interest. The student may not be able to 
analyze the situation and discover the reason for his lack of inter- 
est, but he is uninterested none the less. To maintain student 

442 





Organizing Group Procedures 443 

interest the class must reflect a definite healthy tempo. The teacher 
must guard against a too automatic sequence of movement from 
one phase of work to another, however, lest a sense of monotony 
develop. Spontaneity and freedom for the unexpected must always 
be present to challenge alertness on the part of the student. 

Avoid waste of student learning opportunities 

In a very real sense the teacher is the custodian of the learning 
opportunities of the student. Modern education is concerned with 
providing every student with the facilities that encourage and open 
the way for learning. The school is looked upon as the chief agency 
of society, outside the home, to provide these opportunities. Any- 
thing the teacher may do that inhibits these opportunities is a 
violation of his trust. While thoughtful people mu 9 t reject the 
fatalism implied in the old adage, "Opportunity knocks but once,” 
it is well to remember there is a very grave sense in which those 
words are true. If 10 to 25 per cent of the time the student spends 
in school has for any reason been wasted, he has lost opportunities 
that can never return. Furthermore, the teacher should think of his 
responsibility to the class not in terms, let us say, of five minutes 
lost in needless time-consuming methods of roll call for one indi- 
vidual, but rather in the larger perspective of thirty times five, or 
two hours and thirty minutes of precious time for members of the 
class, should there be thirty in the class. To visualize time wastage 
for students in these terms makes the picture an appalling one. No 
business concern of importance would tolerate such lack of eco- 
nomical procedure. Because the teacher is concerned with the 
learning potentialities of youth, it is infinitely more important that 
time for learning opportunity be conserved to the last degree. 

Develop an appreciation of time 

"Time and tide wait for no man.” Even though we wish it might 
be otherwise, we are bound by the minute hand of time. The world 
is geared to an increasingly accelerated pace. There is a sense of 
urgency about modem life that has made itself felt in the schools. 
H. G. Wells gave expression to that sense when he said: "The 
future of civilization rests upon the results uf a race between edu- 
cation and catastrophe.” There is a widespread feeling of world 
crisis. Men in high places point die finder of responsibility for the 
future at the school. The school is faced with these problems. The 
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world has become so complex and its problems have become so 
extensive and involved that opportunities to expose the student to 
experiences that promote understanding and provide competencies 
with which to grapple with them at best are limited. Besides, there 
are almost unlimited behavioral competencies the modem student 
must have, if he is to cope successfully with the more immediate 
problems of hie, and, withal, a shortage of time in which to acquire 
the basic elements of this preparation exists. It has become neces- 
sary to determine the most desirable attitudes the student should 
have, and the extent to which techniques and skill in the solution 
of problems can be mastered whde the student is in school. 

The school can transmit no more important heritage to the stu- 
dent than a wholesome appreciation of the value of time. His 
future success depends in no small measure on his ability to sense 
time-values and to adjust his life to the tempo this age requires. 
The most effective way for the student to acquire such adjustment 
is by "precept and example” that require a similar adjustment 
within the school to that demanded outside. The teacher who 
organizes the detail of school life to maximum effectiveness, and 
requires the same efficiency in the learning activity of the students, 

has discharged well that part of his stewardship. 

■ 

2. What Are Some Educational Problems 
In Classroom Organization? 

Theory of management 

Within recent years two sharply differentiated schools of thought 
have appeared — one demanding almost complete freedom for the 
child without let or hindrance, the other maintaining the older dis- 
ciplinary organization akin to that of our military schools. The ad- 
vocates of extreme freedom have given expression to their ideas in 
the “activity school.” The other type might well be characterized 
by the examples Burton gives 1 of the pupils on the playground 
when the principal, who is always present with bell in ha4d, may 
decide to speak to some of the pupils: 

The bell is tapped, and the children, some three or four hundred 

of them, stand stock still. The boys engaged in football or ^baseball 

* Burton, W. H Supervision and the Improvement of Teaching, p 31. 
New York: D. Appleton and Company, 1022. 
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stop In their tracks, or if it be marble season, the lads remain on one 

knee until permission to arise comes from the upper regions. 

Both theories claim to strive for the same goal: the “socially effi- 
cient individual,” but they do not always agree as to what consti- 
tutes such an individual. 

Apart from these two extremes, many who align themselves with 
neither school are in agreement that society does require conform- 
ity to its mores and conventions in limited degree, while at the 
same time society needs creative leadership and individual initiative 
if it is to advance. It is the position of this text throughout that 
neither socialization nor individualization can be sacrificed. It is 
a grave error to assume the student can be made a responsible 
citizen by unrestrained irresponsible individualism while in school, 
or that rigid training in lockstep conformity will develop initiative 
and creative genius. It is true that the student must come to as- 
sume a soda) point of view and adjust his behavior patterns in 
conformity therewith to an extent undreamed by his parents, if our 
present and anticipated future complex social organism is to func- 
tion intelligently. The school must be figuratively the cradle in 
which the education for this new social order is vouchsafed to the 
student. 4 

The dangers of mechanization 

One apparent danger of a too thorough mechanization of class- 
room procedure is that a spirit of spontaneity may be destroyed. 
A situation that has been routinized to the nth degree leaves very 
little place for the unusual or unplanned to take place. Students 
like the zest of uncertainty and adventure. Creativeness cannot 
thrive under too rigid a classroom routine. Nonconformity is of 
the very genius of creative endeavor. Where all must work alike, 
the spirit of creative genius is likely to be crushed or effectively 
discouraged. Individual differences are ignored. 

Then, too, mechanization tends to the blind acceptance of pro- 
cedures without bother of question. An attitude is soon likely to 
prevail best expressed in the words of that famous poem, “Theirs 
not to reason why. Theirs but to do and die” Unfortunate die 
school where students accept this routine without question, or 
where teachers assume it is not the province of the student to in- 
quire the reason for the rule. All of us, no doubt, have observed the 
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deadening effect of such training. Intelligent social education is 
not won by this method. Students should understand and accept, 
as part of their social government, whatever routine is required. 
What is more, modem education for democratic living requires 
that the pupil have a real part in setting up the “rules of the road" 
he is expected to observe in school. It is a fundamental part of his 
educational experience. 

A third danger is the tendency for the mechanization of class- 
room procedure to pervade the mental life of the students. Learn- 
ing then becomes a matter of unquestioned acceptance of what the 
teacher presents, and is stereotyped in form. It is then that we see 
die student frequently as the smaller edition of his teacher as far 
as his mental reactions are concerned. It is this type of mind the 
demagogue can influence most easily. A critical attitude has not 
been developed. It is the kind of mind the totalitarian state ideal- 
izes in its citizens. It is the very antithesis of the kind of mind 
essential to the success of our American democracy. 

Still a fourth danger lies in the tendency of the teacher to forget 
the democratic nature of his office. The older teacher is often 
regarded as dogmatic and arbitrary. Much of this notion was back 
of the protests of the opposition to the persistence of former Presi- 
dent Woodrow Wilson when they said, "Never again will we have 
a schoolmarm as president." Whatever the actual justification for 
these strictures on former President Wilson, it is true that his im- 
movableness in the face’ of what he regarded as moral principles 
led the old-guard opportunistic politicians to see in his actions the 
arbitrariness of the stereotype autocratic school teacher. The older 
ideas of education and classroom practice developed a spirit of 
autocracy on the part of such teachers that gave rise to these carica- 
tures. 

Advantages of mechanization 

In addition to the more immediate advantages suggested at the 
beginning of this chapter, there is that of the training the ^tudent 
gets in socialization. Increasingly our complex social organisip must 
limit the freedom of the individual in behalf of the welfare of the 
group. None can read the “signs of the times" without beiiig im- 
pressed with the extent to which America is retreating from flie old 
philosophy of “nigged individualism" in the direction of social co- 
operation. Business and industry have been experimenting rather 
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radically with various schemes of co-operative endeavor. Social 
legislation designed to protect the interests of the larger group, it 
is safe to say, will increase rather than diminish. The school itself 
steadily becomes larger and more complex in organization as larger 
units supplant the historic one-room school. Complexity neces- 
sitates more mechanics of procedure to insure an efficient school 
society. Natural, not artificial, are the reasons that argue in favor 
of routinization of much of classroom procedure as a part of the 
larger social education needed outside the school. 

A more direct advantage lies in the wider freedom mechanized 
routine gives the student. Paradoxical as it may seem, the student 
can readily see how conformity to routine procedure frees the 
school for greater achievement. Let a half dozen students try to 
talk at once in the classroom and observe the result. No^ne is able 
to get his ideas across to others. A stalemate is shortly reached, 
and corrected only when a mechanical rule is applied to govern 
the manner of a ldress to the teacher, and recognition of the student 
by the teacher before the student tries to give expression to his 
ideas. The student can learn in the routinization of classroom pro- 
cedures the valuable social principle of “liberty through law.” 

A third advantage involves the conservation of energy for the 
larger and more important issues that confront both teacher and 
student. The eminent psychologist, William James, 2 long ago ex- 
pressed this idea thus: 

The great thing, then, in all education, is to make our nervous 
system our ally instead of our enemy. It is to fund and capitalize our 
acquisitions, and live at ease upon the interest of the fun. For this 
we must make automatic and habitual, as early as possible, as many 
useful actions as we can, and guard against the growing into ways 
that are likely to be disadvantageous to us, as we should guard against 
the plague. The more of the details of our daily life we can hand 
over to the effortless custody of automatism, the more our highei 
powers of mind will be set free for their own proper work. 

Extent to which mechanization should take place 

This problem is not a simple one to meet. In the abstract a ready 
solution may be given. But when specific applications are at- 

* James, William. The Principles of Psychology vol. 1, p. 122. New York: 
Henry Holt and Company, 1890. See the extended discussion of this point in 
a previous chapter ( p. 352 ) where the above quotation was used. 
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tempted disagreement is likely to arise. Two closely related aspects 
of this issue immediately require the teacher’s careful study. 

First, to what extent may we reconcile uniformity with the recog- 
nition of creativeness and individual differences in education? At 
first there seems to be no basis of reconciliation — the one is the 
antithesis of die other. If we take two or three examples, however, 
it may be evident that adjustments are possible. Roll call, for ex- 
ample, need not interfere with individual differences of educational 
significance if made mechanical and routine. Neither should the 
form of recognition required of student by teacher for the privilege 
of expressing ones opinions. To # require all to study the same 
materials or write exactly the same type of theme within the same 
time limits would sooner or later be destructive of individual needs 
and cramp creativeness at its best. To require a certain standard 
of work for all as a minimum, with variation to care for varied 
interests, to require that the work be completed on the same uni- 
form paper, with a standard pattern of arrangement and a maxi- 
mum of time in which to complete the work, would involve both 
conformity in broad categories and freedom for individualization 
of work within reasonably extended limits. 

The second phase of the problem concerns the relation of class- 
room regimentation and creative individualism to the needs of 
society and the school. It has been pointed out before that society 
needs an oncoming citizenship trained in the social point of view 
and schooled in the practice of socialized activity and living. To 
accomplish such socialization rigorous education is needed in the 
discovery of those principles of harmonious group thought and 
expression necessary to the orderly well-being of society. Further- 
more, many of these forms of thought and action must have been 
made habitual in individual behavior. Society cannot escape stag- 
nation with conformity alone. It must have the creative individ- 
ualist who refuses to be chained to the thought-grooves of the ac- 
cepted majority. In some measure nonconformity in behavior is 
necessary as well, though far less so than is needful in thought. 
Again, experience has shown all too clearly the improbability that 
creative genius will suddenly assert itself in adulthood, if it i$ never 
exercised in youth. The school, therefore, has the dual responsi- 
bility of the preparation of the individual for the larger demands 
of his contemporary society, as well as that of adulthood, both in 
these elements of conformity for society’s well-being and in the 
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ability to contribute creatively toward the progress of society 
through individual thought and expression. 

3. What Activities Should Be Mechanized? 

Seating 

If the class is small, with not over eight or ten students, desig- 
nated seats are ordinarily not necessary. The class can be con- 
ducted informally and efficiently. Problems incident to the large 
class are not likely to arise, and individuals will feel more a sense 
of personal responsibility to the class. The members of larger 
classes may be assigned definite seats for the term if the traditional 
fixed type of seating in set rows is the vogue. Confusion can be 
avoided, special consideration given once and for all to those with 
physical defects or needs that warrant special attention, and the 
teacher will be able the better to visualize the class and its mem- 
bers as the daily preparation is made. Most seating is done alpha- 
betically. Occasionally the alphabetical arrangement should be 
reversed to give equal opportunity for those to be seated near the 
front whose names place them far clown the alphabetical list and 
thus toward the rear of the class. This caution is more necessary 
with junior high school than t with senior high school classes. Im- 
maturity requires more elaborate routine controls. The classes 
furthermore are usually larger in the lower grades of the high 
school. Modem education tends to frown on fixed seating, and as 
newer ideas in school buildings provide good lighting and table 
and chair equipment, less formalized seating should prevail. 

Class roll 

Class rolls should be carefully kept under all conditions. A defi- 
nite mode of checking should be adopted and followed. The teacher 
should try to discover a way to do this, economical both of time 
and class distraction. Some otherwise very good teachers waste 
as much as five minutes with roll check. Very earlv establish a 
policy of checking either absence or attendance. Absences are 
fewer and more quickly checked. A roll book and a cardboard 
diagram of the seating arrangement in squares with names for each 
square enables the teacher to dispense with the roll quickly. Some 
teachers handle the roll check by the use of responsible monitors 
who check the roll and post the attendance slip at the door, when 
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such a detail is required. The teacher then is free to begin class 
work die moment the bell rings, without the distraction usually at* 
tendant upon the check of the class roll. Further, the teacher 
should make it a routine detail to check the roll at the beginning 
of the hour. Many times teachers have been observed in confusion 
and the class distracted from the work in hand by the appearance 
of the office monitor to collect the attendance slip. The teacher 
should be aware that such irregularity does not make the best im- 
pression on the class when the teacher in turn properly demands 
care of detail. 

Light, ventilation, heat 

Few phases of classroom procedure are more important, and yet 
more frequently neglected, than lighting, ventilation, and heating. 
If there is to be careful attention to these important details the 
writer can suggest but one sure way to safeguard a fair room con- 
dition. At the beginning of every class hour the teacher should 
make automatic the practice of chocking temperature, ventilation, 
and adequate light. If this is done at the beginning of the hour 
the chance of poor light, bad air, or over-heated rooms will be 
reduced to a minimum. Occasionally a very responsible student 
with good judgment may be assigned, this duty as a monitor. The 
writer has always questioned this policy because of the inevitable 
distraction this responsibility imposes upon the conscientious moni- 
tor. Unlike roll check, these features need some attention through- 
out the period. 

Use of materials and equipment 

It is disconcerting to turn to the blackboard to write or draw a 
diagram illustrative of some item m the lesson, only to discover that 
no chalk is available. The writer has seen this recur repeatedly. 
The teacher should make it an inflexible rule, practiced until auto* 
matic, that before every class period a quick check is made to see 
that equipment needed for that hour is there and in usable condi- 
tion. One of the most brilliant student-teachers the writer has 
worked with made a dismal failure of her training period by 
chronic negligence in the preparation of materials so th|it they 
would be in usable form for expeditious handling when heeded. 
In spite of reprimand and pleading, Mary seemed constitutionally 
unable to reduce to mechanized routine a plan to handle materials 
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for her class* She taught English literature, and the circ umstances 
were such that she had to employ three sets of books of different 
publishers to supply her class needs during the class period. Five 
minutes elapsed between classes, but Mary never could utilize that 
time to collect the books into three stacks on her desk or on the 
book shelves of the room, decide how these books should be dis- 
tributed when needed, or collected when the class was through 
with them. She was an honor scholarship college senior, yet her 
apparent inability to regularize simple routine for the expeditious 
care of classroom materials produced a very unwholesome class- 
room condition and stamped her a near failure as a teacher. 

If certain materials are used frequently, such as books of the 
kind suggested above, and if papers for themes, examinations, etc., 
are to be distributed or collected, the class should become accus- 
tomed to uniform routine for the handling of these m&terials. If 
certain students are regular monitors, and certain mechanical 
schemes of distribution and collection have been taught the class, 
the teacher can save time and energy for more important things 
while the class avoids confusion, since it knows what is expected 
of it and in turn what to expect of the teacher and monitors. It 
should be a routine reduced to a rite that all laboratory equipment 
to be used in the class period be carefully checked in advance and 
conveniently arranged, so that class procedure may go forward 
with a minimum of confusion, loss of time, and misdirected energy. 
Much time is wasted and interest lost, also, by interminable dicta- 
tion and the copying of materials that should be taken care of 
through the mimeograph or other means of duplication. “Just ten 
minutes to dictate this,” some teacher will sav, but when those ten 
minutes are multiplied by the class enrollment the result is start- 
ling. The teacher may well develop the habit of first asking, “How 
much time could be saved by mimeographing or duplicating this 
material?” and, “Is the permanent value of this material such as to 
make such duplication desirable?’’ If the teacher forced himself 
into the routine habit of first considering these questions, much 
time would be saved and classroom interest preserved. 

Classroom courtesies 

The writer had an unusual opportunity recently to observe the 
effect on the morale of a class of failure to establish definite 
mechanics to govern classroom discussion. As he conversed in the 
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corridor with a supervisor, conversation was interrupted by the 
sound of voices raised in argument in a nearby room under the 
direction of a student teacher. It was obvious that several persons 
were trying to talk at once and that no one could be distinctly 
heard. As the voices became higher pitched and the tones evi- 
denced growing excitement, die writer stepped into the room for 
die rest of die hour. The class was considering some very contro- 
versial theories of economics. The student teacher, a competent 
major in economics, was endeavoring to secure a judicious evalu- 
ation of various theories without in any way betraying his personal 
predilections for any one theory. His teaching pedagogy was ex- 
cellent as he appealed for an unprejudiced weighing of the argu- 
ments for and against each theory. The class was electric with 
tense interest. All desired, and tried, to express their points of 
view simultaneously. The class hour closed with the class approx- 
imately where it was when the writer entered the room, except that 
prejudices had no doubt been more firmly established in die minds 
of many students through the emotional stimulus attendant upon 
an effort to express themselves. All this might have been avoided, 
without sacrifice of the keen interest displayed, had the teacher 
formulated a few clearly reasonable routine mechanics for class 
participation at the beginning of the course and rigidly adhered to 
them until the students conformed automatically. It was suggested 
to the student teacher that he immediately work out some definite 
mechanics goveming'parhcipabon in class discussion, take part of 
die class period the next day to inaugurate them, and lead the class 
to see how their operation would have permitted each student to 
express himself fully and thoughtfully the previous day without 
die excitement and rude discourtesy displayed toward other mem- 
bers of the class. The teacher had a supreme opportunity to show 
how blind prejudice, mob hysteria, and often mob violence in soci- 
ety results from just such failure to observe routine courtesies. 

There should be definite rules adopted, with full cooperation and 
understanding on the part of the class, governing the gelation of 
student to teacher and student to student in class discussion and 
other forms of class participation. These rules should be rigidly 
obeyed until response to them becomes automatic. The student 
should come genuinely to appreciate the fact that the etiquette of 
classroom courtesy does not cramp but actually releases die student 
to larger freedom. It is partly because this fact is not thoroughly 
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understood diet response to rules of courtesy does not sooner be- 
come automatic. A further difficulty is that genuine courtesy re- 
quires constant thought beyond a few obvious rules of conduct. 
In the high school, where much free movement within the class- 
room is more and more the practice, the establishment of definite 
mechanics of courtesy is essential. 

Blackboard usage 

Mass use of the blackboard by the class is disappearing under 
die impact of modern classroom methods. Where class use of the 
blackboard is still practiced, some routinization of procedures is 
necessary. It may be assumed in the upper grades of the high 
school when classes are of medium size that the maturity of the 
students will assure an automatic response to propen, behavior- 
patterns without too much elaboration of class rules. In the junior 
high school or in large classes some routine must be established 
for the use of thj blackboard, where the class is expected to make 
much use of it Since there is seldom blackboard space sufficient 
for all members of the class, mechanics must be set up to avoid 
confusion and loss of time. A teacher in mathematics was observed 
to request the class to go to the board. A casual glance at the black- 
board should have made the teacher aware that only about one- 
half of the thirty-eight students could conveniently work there. 
After considerable confusion and delay she recalled half the class 
to their seats, with some irritation evident among the students. In 
the board work that followed the students at their seats were for- 
gotten for fully fifteen minutes, and then remembered only after 
idle hands and minds had contrived some mischief. Another teacher 
announced that problems would be worked on the board. For the 
first part of the period, rows 1, 3, and the first four pupils in row 5 
would go to the board. Those at their seats should get out pencil 
and paper and work the problems too. The businesslike routine 
organization of procedure enabled the class to carry on its work 
smoothly and in an atmosphere of purposefulness. 

Response to bells 

Most high schools still use some signal system to begin and close 
class periods uniformly throughout the school. It is here that much 
time is lost and needless confusion produced because a definite 
routine has not been established. Teachers have been observed 
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who frittered away the first five or ten minutes and allowed a situ* 
ation to develop in consequence that noticeably affected the tone 
of class work the remainder of the hour. When the bell rings, it 
should be the established rule that all are quietly in their seats 
and automatically begin whatever may be the work for the hour. 
The teacher should be ready to begin his peculiar function for that 
class hour the moment the bell rings and without any hesitation. 
This should become an invariable habit. It means that everything 
must be well planned and in readiness. Probably no one thing con- 
tributes more to the tempo and atmosphere of businesslike serious- 
ness in die classroom than tips simple practice of beginning 
prompdy with the bell. The students should be trained to respond 
to the closing bell with quiet poise. While passing to and from 
classrooms should be informal, as befits the maturity and social 
responsibility of high school students, yet successful informality 
can be achieved only by insisting upon the observance of certain 
mechanics that become part of the routine of the school. 

4. How Secure Mechanization of Routine and Habit? 

As has been frequendy implied in the preceding discussion, the 
successful mechanization and routinization of classroom procedure 
require the formation of habits of response. Habit is simply the 
building up of patterns of response by repetition until response 
becomes automatic under appropriate stimulus. It is, therefore, 
exceedingly important for teacher and student to determine what 
activities should be routinized, then to adopt and practice accept- 
able forms of behavior until they are earned on regularly without 
recourse to senous thought. William James, the psychologist, em- 
phasized the necessity of certain steps in habit formation that apply 
with force to this situation: 

1. determine as early as possible what should be relegated to the 
category of habit or routine, 

2 begin the practice of those activities which are to become habits 
with as much momentum as possible, » 

3. never permit an exception until the habit is firmly established. 

It is not easy to mechanize classroom piocedurc and build up 
habits of routine ways of doing things. The teacher musf establish 
firmly his own habits of routine, then with each new' class get 
these accepted and habitized. 
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The teacher will find the task much easier if students are brought 
to see and understand the values of such mechanized routine, and 
the necessity for no exceptions to the rule. Students normally re- 
spond to rational situations when the situations have been made 
rational to their own minds. Furthermore, if the students are to 
get the educational benefit of the larger social implication of this 
routine they must understand fully the significance of every phase 
of classroom mechanization. The danger of blind routine will be 
overcome if the teacher always makes it a point to present the rea- 
sonableness of every phase of routine he wishes to establish. 


5. How Is Mechanization of Routine and Discipline Related? 

Every phase of school management is intimately relateS to school 
discipline, as commonly conceived. Few teachers fully realize the 
importance for school discipline of a well-organized, mechanized 
classroom procedure. A well-ordered classroom is likely to be free 
from disciplinary problems. The writer is convinced from his own 
observation that over 50 per cent of the teachers disciplinary diffi- 
culties grow out of poor techniques in classroom procedures or 
failure of the pupils to understand and accept the procedures pro- 
posed. When the teacher organizes everything carefully, students 
know what to expect, and each phase of the work is handled with 
ease and dispatch. Seldom has the writer observed a case of poor 
room-discipline where the details of classroom procedure were care- 
fully organized and routinized in cooperation with the pupils. 

Most of the matters discussed in this chapter and in the preced- 
ing one should be so self-evident to the intelligent teacher as to 
make the discussion superfluous. To the contrary, however, expe- 
rience has revealed the woeful lack of abilitv of many teachers 
properly to organize classroom procedure, and almost as fatal to 
their teaching has l>een their inability to connect cause with effect 
when bad classroom conditions resulted from improper routinization 
of classroom procedures. 

QUESTIONS AND PROBLEMS 

1. What are the main reasons that may be offered for the importance 
of economy of time in the classroom? 

2. List the principal factors of time-saving in a classroom situation. 
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3. What Is the relation between routine and discipline? 

4. Why is loss of student interest a serious failure in classroom 
economy? 

5. Give arguments for the two schools of thought in relation to class- 
room management. 

6. What is the author s viewpoint in respect to these two theories? To 
what extent do you agree with it? 

7. What is meant by the "democratic nature" of the teacher’s office? 

8. List the advantages of mechanization. 

9. Under what circumstances may mechanization of classroom pro- 
cedure become dangerous? 

10. How is the teacher’s success in the classroom linked with his ability 
to control routine? 

11. Why should the teacher present the reasonableness of every phase 
of routine? 

12. How do the steps in habit formation, suggested by the psychologist, 
William James, apply to the mechanization routine? 

13. Why has the author given a chapter to these matters, most of which 
have little direct bearing on the subject-teaching method? 

14. What principles should be observed in seating? What are the ad- 
vantages of assigning seats to individuals? Why are modem methods 
getting away from fixed seating? 

15. What is the importance of teacher-pupil cooperation in setting up 

class routine procedures? * 
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W hat Arc Some Problems 

t 

of the First Day ? 


This chapter will not have equal significance for all teachers. 
The teacher who has already had a year of classroom experience 
will find that much of the discussion does not apply to him. And 
this is true also for the teacher who is beginning work in a large 
school system in a metropolitan center. However, contemporary 
educational thinking stresses the importance of the teacher having 
as complete a picture o£ the background of every pupil when school 
begins as is humanly possible. This involves an understanding of 
the pupil's educational background, his emotional peculiarities, his 
social and home background. 

The dominant high school in the United States is a relatively 
small school in a medium-sized community where the conditions 
presupposed as a basis for the considerations of this chapter pre- 
vail. Since teachers in these communities, furthermore, represent 
to a large degree those of short tenure and consequent inexperience, 
it is for them that the conditions assumed exist in fullest ipeasure. 

% 

1. What An th« Critical Aspects of ths First Day?' 

First impression * 

All authorities agree on the importance of the students* first 
impression of their teacher. Psychology has long emphasized the 
significance of “primacy* in memory, and its persistence even when 
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later impressions have shown the error of the first There is some* 
thing inherently stubborn in primacy of impressions. When one 
person meets another, each is likely to make a mental estimate of 
the other which often colors all subsequent relations between the 
two. It is safe to say that a very large percentage of the rank and 
file of the public places much store by these first impressions. Many 
individuals refuse to be influenced by evidence which contradicts 
a first impression until that evidence becomes cumulative beyond 
ordinary reasonableness. Some extremists, to be found in nearly 
every communuity, refuse ever to reverse their primary judgments. 

The student is but a reflection of his elders. The same psycho- 
logical elements which influence adults affect also the preliminary 
judgments of the student. As compared to the adult, however, he 
suffers one serious limitation: he does not have the maturity gained 
by experience to temper the absolutism of his first impressions. The 
teacher, therefore, faces a crucial test of his teaching experience 
when he confronts this group of young people for the first time. 

Those for whom school da\s have not receded too far into dim 

✓ 

memory will have no difficulty in recalling experience after experi- 
ence of the first meeting with the new teacher, the very definite 
mental set established toward him, and the effect of that impression 
upon conduct immediately thereafter, and until the teacher had 
confirmed or dispelled that impression. It might not be so serious 
if each student confined his impressions to himself, but lie does not; 
he wants confirmation of his impressions and eagerly seeks to learn 
those of his classmates. The writer not only can recall from mem- 
ory impressions of this character as a student, and the subsequent 
effect upon conduct, but also he is privileged every year to observe 
its consequences upon the success of the young teacher in training. 

Community reaction 

Students are quick to share their estimates of the new teacher 
with members of their family. It is the natural result of the exuber- 
ance of youth and its tendency to speak as it thinks. Often these 
judgments are not restricted to the immediate family. So much 
depends upon the attitude of the community toward the teacher 
that such gossip, if it be unfavorable, is likely to prove a serious 
handicap to his school success and opportunity for community 
leadership. 
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Natural confusion Incident to first day 

The very nature of newness and uncertainty in die situation 
makes some confusion inevitable on the first day. Students are 
entering new courses frequently under new instructors. Changes 
in classrooms add to die confusion. For good and sufficient reasons, 
“English IV” has been changed to a different room or teacher from 
that of last year. Textbook changes prove awkward to many stud- 
ents, and even to teachers. New students are present who ware 
not enrolled the previous year; some of these are new to the com- 
munity as well as to the school. The school, therefore, has had no 
advance information about them; and the teacher is unexpectedly 
faced with unforeseen problems of classification and adjustment 
within the course. These are but typical of the conditions that will 
exist at the opening of school, no matter how carefully administra- 
tive officers and teachers have tried to anticipate every eventuality. 

Administrative recognition of importance of first day 

So thoroughly have educational leaders come to recognize the 
value of making a good beginning that increasingly our better 
school administrators are insisting that teachers report for duty 
from two days to a week before school formally opens. Many 
schools now include in the teacher’s contract a provision that re- 
quires teachers to be present a certain length of time before a 
school formally opens. This time is devoted to planning, coordinat- 
ing, and getting every phase of the school program ready for the 
opening day, so that the machinery will function smoothly as the 
staff inducts the students into the new work of the year. Where 
the administrative office or Board of Education does not require 
it, die wise teacher will of his own accord arrive in the com- 
munity several days in advance. He will occupy himself in prep- 
aration for his work, as will be indicated in the further develop- 
ment of this chapter. 

Opportunity to set tempo of year's work * 

There is no bettei time than the opening day to "begin.” By this 
is meant starting out at the sound of the gong with the businesslike 
precision you expect to characterize class work die succeeding days 
of die year. Again, you utilize the psychological principle of 
“primacy’* as it bears on first impressions to give a “mind-set'* to- 
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ward the work. One writer aptly remarks that if we loiter along 
tire first day with the expectancy that we will get under way the 
next day, the chances are that the week will pass before any seri- 
ous beginning is made. Students will tend to react negatively, 
when, if ever, the pace is set which should have been established 
immediately. It will probably remain an extremely difficult thing 
to keep students working at the tempo desired. On the other hand, 
if the class begins without waste of time and continues with a dis- 
patch that challenges the best effort of the students, they will tend 
to assume in a natural way that this is the pace expected in the 
course. They will not tend to question class requirements, but will 
put forth every effort to keep abreast of them. 

There is no intention to imply the old military martinet type of 
beginning. It is possible for the teacher to start with % disarming 
sense of ease and apparent lack of haste, exploring with the class 
their interests, educational purposes, and how they think the school 
can help them realize their aspirations. From this the teacher can 
move easily but with assurance step by step toward the goals set 
for himself. It is the technique of group leadership dynamics that 
enlists the cooperation of the pupils; vet the teacher definitely 
leads and creates for the class a sense of confidence and a natural 
businesslike tempo. 

The first day and school discipline 

After all, school discipline is inextricably interrelated with every 
phase of school management. For the present “discipline" is 
thought of as related to the accepted standards of wholesome class 
conduct. Every aspect of the critical nature of the first day thus far 
discussed has had back of it the tacit assumption that ultimately 
it would affect, for good or ill, the behavior of the student in the 
class and in the school. Weakness in one part of the school, like 
measles, is likely to be contagious. As suggested in the previous 
chapter, fully 50 per cent of our school problems are directly the 
outgrowth of improper school management. Many of them could 
easily be corrected by proper management techniques. One of the 
most important of these is to begin school. ; n the right way. That 
means ’ hat if we are careful of the first day we assure ourselves a 
position of tactical advantage. Overt behavior is not so likely if the 
impressions of the first day have given students the idea that the 
teacher is in earnest, knows what to do and when to do it, and 
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expects the class to do a full quota of work of such a nature as to 
demand the very best efforts of each student. The remainder of 
this chapter will be devoted to a consideration of those factors that 
contribute to a successful first day. 

2. How Shall the Teacher Become Familiar with the Community? 
Community attitude toward school 

The teacher who has arrived in the community ahead of the reg- 
ular opening of school should address himself to a thorough ap- 
praisal of the position the school occupies in the mind of the 
community. The teacher will do well to find out as much about the 
community as possible before his arrival, A few years ago, two 
enterprising young school men called at the writer s office to find 
out what he, along with other educationalists responsible for 
teacher training, thought was the feasibility of an informational 
bureau that would collect data on communities such as: size of 
community, location and availability by transportation routes, edu- 
cational activities other than schools, social and religious interests, 
type of teacher-accommodations usually available, school enroll- 
ment, physical plant and equipment, etc. For this service they 
planned to charge one dollar to the teacher who sought informa- 
tion about a given community. The bureau never materialized, but 
the need for such information was none the less apparent. 

In many places the teacher is placed upon a pedestal in com- 
munity regard, the school is looked upon as its proud and most 
cherished possession. In others the teacher holds a position of low 
estate in the social scale, sometimes akin to a social parasite, edu- 
cation, too, is regarded as a questionable burden forced upon the 
community by the external authority of the state. Where the for- 
mer of these attitudes prevails, the teacher will find his task much 
easier. The community will be ready to give moral support to all 
school problems and to aid in their solution. The teacher will be 
respected, and his personal relations in the community can begin 
in an atmosphere of pleasantness and potential leadership. Where 
the community does not appreciate the school, the teacher* should 
early adjust himself to the prospect of limited equipment with 
which to work, little or no moral support from the commtfnitv in 
the realization of the purpose of the school, and a situation iri which 
he is looked upon with critical eye and held aloof from the life of 
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the community. The teacher of vision and determination will ac- 
cept the situation as it is, and begin marking out a quiet cam paign 
of education that will create interest in the school and a sense of 
its community values. Incidentally, through his school leadership 
and personal bearing, he will undertake to produce a wholesome 
respect for the work and personality of the teacher. 

Educational background of the community 

Some time ago the writer was invited, through the superintendent 
of a certain small city school, to speak before its Chamber of Com- 
merce at its weekly luncheon. As the meal progressed, the super- 
intendent called attention to thte personnel of that civic organiza- 
tion. Here was a man from Yale, another from Harvard, still others 
from Princeton, Michigan, Chicago, Stanford, etc. When he had 
completed the roll of university men from all parts of the United 
States present in that room, it was evident that this community 
was extraordfrary for the number of men with excellent educational 
background who made up its business and professional life. The 
small city, possibly better deserving because of its size to be called 
a town, reflected the educational background of its responsible 
citizens. The schools were central in its thought; not merely ad- 
juncts to the community life. The cultural life of the community 
gave prestige and leadership to everything connected with educa- 
tion, as the superintendent’s position as chairman of the program 
committee of the Chamber of Commerce indicated. The school 
in a community of this kind has opportunities the teacher should 
be quick to see. 

Social attitudes of community 

The attitudes of the community on matters social, economic, 
political, and religious are of the gravest importance to the new 
teacher. Many communities are very liberal in their social views. 
The teacher might in all propriety accept, during the first week, 
invitations to social dances or card parties within such a com- 
munity. In many other communities the attitude of the dominant 
group is very conservative. To accept such invitations in these 
places would be to jeoopardize the teacher’s standing in the com- 
munity beyond redemption. A teacher in a community of over 
2500 population reported that she fortunately discovered, when she 
first arrived in the town, that teachers could not attend the local 
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motion-picture theater without serious loss of prestige. Such a 
condition is extreme, but communities are extreme — far more 
often than die unwary teacher realizes. A very good rule for the 
beginning teacher is to plead the pressure of school work as an 
excuse to refuse all such doubtful social participation until certain 
what the community sentiment may be. A little sacrifice of social 
levity during the opening days of school may later be more than 
repaid. 

Teachers, too, find that economic-political views are not looked 
upon with the same degree of equanimity by all communities. It 
is wise to remain non-committal, or deftly to generalize any com- 
ments of a political, social, or economic nature until one has be- 
come well established. If the teacher is to be a leader in social, 
political, and economic affairs, later readiness to express convic- 
tions is another matter. It is the first reaction of the community 
toward the teacher that concerns us here. The advice of an older 
experienced clergyman to a group of younger men just entering 
the ministry is equally appropriate for the new teacher. Said he, 
“First get the people to love you, then you can say those things 
frankly you have it in your heart to say.” Excellent advicel 

Community factions — influential people 

One of the most difficult situations for the new teacher in a 
small community is to avoid partisanship, or apparent favoritism 
with factional groups. When these exist in any intensity, the 
teacher is approached early and, unless unusually wise, is likely to 
say or do something, insignificant m itself, even possibly the only 
reasonable thing to do or say under normal circumstances, but 
highly prejudicial to the good will of one faction. If possible these 
conditions need to be learned long before arrival in the community. 
Selection of a place to room and board must be governed by many 
considerations such as these. Where factions exist it is fatal to a 
good beginning to take residence in a place which suggests alliance 
with one faction rather than another. A young woman, who gave 
good service m the high school and community, failed to be re- 
elected, insiders felt, because she was friendly to a very fine family, 
whom she had kr own for years — all because some memb^H of the 
board bore personal animosities to the family. The new teacher 
should assume, by every device possible, a neutral attitude toward 
factions of whatever sort — at least at first. Individual Situations 
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roust govern later decisions in these matters. In general, neutrality 
throughout is the part of wisdom. 

The teacher should early discover who the influential people in 
the community are, and what their attitudes may be toward the 
school, and their outlook on life generally. The more the teacher 
knows about the parents and community leaders, the better he can 
prepare to meet the individualities in the classroom representative 
of these homes. Knowledge of this sort may also be of the utmost 
value if serious disciplinary problems arise in the school If the 
teacher knows that the community or parent will support what he 
does, provided extreme measures become necessary, or vice versa, 
his action can be governed by this knowledge. There are certain 
communities where one or two people are the acknowledged 
leaders. When this is the case, it may not be out of place to make 
their acquaintance informally and leam, at first hand, their general 
attitudes toward education, the school, and school management 
Fortified with this knowledge, the teacher can approach the first 
day with confidence and with intelligent plans. 

3. How Shall tho Teacher Become Familiar with Students? 
Probable class enrollments 

As a basis for any intelligent preparation the teacher should know 
the approximate enrollment of each of his classes. Supplies can 
then be calculated; and, if board work is planned, the routine for 
the use of the board can be determined. Seating, too, where such 
seems wise, can tentatively be arranged in advance. As indicated 
before, complete knowledge of enrollment is seldom possible un- 
less in a very small community where migratory habits are poorly 
developed. Most forward-looking schools now carry on spring pre- 
registration, so that approximations are normally possible in these 
schools. Even then, summer changes of family residence are likely 
to bring new students into the school and remove others. 

School attitudes of students 

Fortified with some knowledge of the community and of the in- 
dividual parents, the teacher can quickly relate that knowledge 
with what he has learned about the attitudes and conduct of in- 
dividual students. If the community or parents disparage educa- 
tion, the school, and the teacher, that attitude will probably be 
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reflected in the attitude of the student. If the community or the 
parent places high value on the school and respects the position of 
the teacher, that, too, will be mirrored in the classroom reactions 
of the students. If the teacher knows that his mettle is likely to 
be tried on the first day, his reactions to comparatively innocent 
behavior problems will be governed accordingly. 

The writer recalls a school situation where weak discipline led 
to the teacher's dismissal shortly alter the holiday vacation. A new 
teacher, a young man, was employed. All went well until noon. 
The ringleaders, flushed with past triumphs, were not to submit 
without a test of the teachers mettle. The instructor had carried 
forward the day's work as though he had been there all year. In 
an afternoon class a mild challenge of disobedience was offered. 
Before the students realized what had happened, the challenge had 
been met and the offending student, a ringleader, put in his place 
in such a manner as to serve notice upon all that no trifling would 
be permitted. No further challenges were offered the rest of the 
year, and the teacher became a favorite of the same students who 
were set to give him trouble at the beginning. Some students are 
followers and need not be watched or planned for as carefully as 
others. All students have their points of approach, if these can 
be reached. To challenge a student’s interests or sense of respon- 
sibility may completely reverse his altitudes. Occasionally such a 
challenge can be given the first day. 

Know student leaders # 

Every school has its student leaders. The teacher should make 
a thorough study of all who may be student leaders in his own 
class. If the school boasts a high school annual or something that 
substitutes for it, he can discover, to a large degree, the extra-cur- 
ricular interests of the students. The leaders are easily picked out 
or verified if the teacher has previously been informed who they 
are. Very significant insights arc furnished frequently by the com 
meats made about them in school publications, as well a$ by the 
activities they have engaged in. To fit these leaders into the first 
day's program m such a way as to challenge interest and coopera- 
tion is no mean achievement. Even to lay well the basis |For such 
cooperation could be regarded as a first-day triumph. ^Monitor 
service or some responsibility generally appeals to {tudents. 
Trouble makers are often won over to the teacher if they can 
subtly be placed under obligation to the teacher. 
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The following story, not without point here, was related to the 
writer by a young woman who went out to teach a rural school. 
A large boy of fourteen years of age was in die eighth grade. Put 
out of a neighboring school because he was a “bully” and general 
classroom trouble maker, he was, she learned, to be in her school. 
She lay awake much of the night before the first day of school 
trying to figure out the best way to handle him. School opened, 
and Frank, an overgrown boy larger than the young teacher, ap- 
peared. The teacher asked him to clean some erasers. She noticed 
that he did this with alacrity and pride. Finally, she talked to him 
and commented on the fact that he was much larger and older 
than the others: she needed help’ about the school during die day, 
and someone at night to watch the children who walked home 
along the road to his house, so that they might be kept from fight- 
ing. She wondered if she could ask him to help her. Proud to be 
considered a responsible person, he met the challenge, proved to 
be a model student, a constant help about the school, and actually 
mothered the young brood of children home each night, whereas 
his previous reputation was one of “big bully” among those smaller 
than he. The potential liability became the teachers asset and 
direcdy contributed to the teacher’s success in the community. 

To know the leaders, especially by their first names, on the open- 
ing day of school has a most salutary effect upon them. The teacher 
is recognized as alert, and is given credit for knowing much more 
about them than he probably does. In communities where enroll- 
ments are not in excess of one hundred students, the teacher should 
know something about every student likely to be in his classes and 
should be able to identify them on at least two important counts 
when face and name are associated. 

4. How Should the Teacher Become Familiar 
With School Organization? 

Administrative responsibilities 

The teacher should have a very clear understanding of the ad- 
ministrative relationships in the school. If there is a department 
head, principal, and superintendent, the lines of authority exercised 
by each should be definitely understood. Textbooks on school 
administration clearly delimit each. In practical situations the ideal 
often is far from actuality. At times even school-board chairmen 
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have been known to run the school, with the principal in reality a 
glorified clerk and teacher. The teacher should know what die 
correct relationships ought to be, and then be governed by what 
they actually are. This knowledge may be very vital in the school 
where supplies, etc., are needed for the first day or week, and 
effectiveness in the classroom depends upon their availability when 
school opens. In the smaller schools, arbitrary division of author* 
ity is often agreed upon between principal and superintendent. 
The new teacher should know their respective fields of authority. 
If a head teacher is die immediate superior, die extent of that 
authority should be learned, and from the principal rather than 
from the head teacher himself. * Some school officials grant con- 
siderable latitude for personal decision in classroom policies, others 
insist upon responsibility for even minor decisions. Regardless of 
die wisdom of the administrative responsibilities assumed or dele- 
gated, the teacher's success depends upon an awareness of what 
these are, and conformity to them on the first day and ever after. 

General routine of the school 

What are the usual plans for the organization of the first day? 
Is it the policy of the school to meet for organization and assign- 
ments only? Do the classes meet, organize, and begin regular work 
on the schedule to be followed thereafter? Does die school give 
placement tests for classification and gradation the first day? These 
are a few of the important questions on school organization that 
affect teacher preparation for the first day. It is desirable that the 
first day be taught much as the teacher expects to teach succeeding 
days. If the plan for the first day calls only for class organization, 
roll check, and assignment, then the teacher should learn what the 
usual form of approved organization is and plan each phase so that 
it is carried out with precision and litde confusion. The students 
should not be permitted to loiter in the room when the work of 
the day is done. If classroom work is contemplated, then eveiy 
detail should be planned with extraordinary care. 

General attitudes of the administration 

The new teacher must be prepared for any untoward eventual- 
ities, but it is not enough to know what he considers the jwise step 
to take in a given situation. It is equallv important to Wow what 
the principal, and ultimately the superintendent, may thfaik of the 
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teacher's methods. If it is necessary to discipline a student, and if 
die offense seems to require aid from the office, can the teacher 
depend upon full cooperation of the principal? If certain proce- 
dures to meet specific types of behavior are not thought wise by the 
principal, what is left for the teacher? To send a student to the 
office when the teacher feels the classroom situation demands it, 
only to find the student sent back, is a serious faux pas at any time, 
but particularly on the first day. The teacher should get the prin- 
cipal’s point of view on a number of these items, and should find 
out just what kind of cooperation can be expected. What does the 
principal expect the teacher to do in the case of tardiness? Is it to 
be overlooked the first day? What is to be done later if tardiness 
is not checked upon the first day? These and numerous other ques- 
tions should be answered satisfactorily before school begins. The 
teacher can no more afford to make an unfavorable impression on 
the administration than on students and parents. 

5. How Should the Teacher Become Familiar 
With Equipment Facilities? 

Equipment available for courses 

The teacher of history may discover only a few reference books 
of the many desired. Maps are meager and, for certain sections of 
the course, of no value. At once the office should be approached 
and the teacher should learn just what additional supplies can be 
ordered. In the sciences, the equipment should be checked with 
utmost care, and the office consulted about the possibilities for 
additional supplies. Each teacher should know, before school 
begins, just what there will be to work with. If necessary sup- 
plies cannot be purchased, the teacher should find out what the 
attitude of the principal would be toward extra-legal plans to raise 
money by entertainments, etc., before plans for such are considered 
or student cooperation enlisted to secure from the community 
pieces of equipment or books that parents and friends may be will- 
ing to donate or loan. 

Materials for the first day 

Of the equipment available, the teacher should select that needed 
for the first day. This should be done with future needs and supply 
considered. Every piece of equipment should be gone over care- 
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fully to see that it Is in working order, where mechanical elements 
are involved. This equipment should be property arranged, so 
that it will be ready at hand when needed. Theme paper, pencils, 
chalk, and erasers should be ordered for the room, sufficient to meet 
any emergency. So important do some authorities consider die 
matter of supplies for die classroom that many recommend that 
the teacher appear at the school at least a half hour before classes 
begin, the morning of the first day, to see that the janitor has the 
room in order, blackboard clean, and chalk, erasers, and all other 
supplies requisitioned on the teacher s desk or supply table ready 
for use. 

6. Hew Detailed Should the Planned Routine 
of Daily Program Be? 

Organization of classes 

The first task of the new teacher will be the tentative or perma- 
nent organization of the class. For this the teacher should bring to 
bear everything learned about the personnel of the class. As far 
as possible, physical needs should be met in the initial organiza- 
tion. If sight, hearing, or other defects require special seating 
adjustments, these should be cared for as tactfully as possible. 
Gratitude will be the teacher's reward from the sensitive ones thus 
helped. The evidence of detailed knowledge of each student by 
the teacher will not be lost on the keenly observant members of the 
class, who know all too well the physical limitations of their com- 
rades. Problem cases can be deftly handled by the separation of 
those known to be leaders and mischief makers. When monitors 
are to be used, these can be selected in advance among the key 
students and seated to facilitate their service most effectively. If 
die seating is tentative, a minimum of readjustment later is likely 
to result from this careful organization. If books are to be used 
that day, these should be ready for distribution when supplied by 
die school on a free textbook basis. Otherwise, purchase should 
be arranged for. If the school organization does not pefmit die 
teacher to distribute books, and send in charge lists to thebffice or 
cooperating private book stores, this fact should be kncfwn and 
proper tides for purchase provided the student. 

Acquaintance of students with routine procedures 

When the class is organized, the forms of routine suggested in 
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the previous chapter should be carefully explained. It is more in 
keeping with modem educational thinking to get die class to co- 
operate in the formulation of the "rule of the road* than that they 
should be routinized. The time will be well spent and pay large 
dividends in pupil understanding, good will and cooperation. Forms 
of recognition and response within die class, freedom of move* 
ment within the room, use of reference works, etc., need to be 
understood at once. The teacher ordinarily should not take up all 
the hour with organization and routine matters, if it is possible to 
do some regular class work. When details of organization have 
been properly planned in advawe the teacher will be surprised to 
see how small a part of the class horn* is actually needed for this 
purpose. There are some routine procedures that can await expla- 
nation another day. Only those incident to the needfeof the day 
need be given special attention. 

Where a mimeograph is available some list of suggested routine 
procedures should be handed the student in permanent form to 
file in notebooks for study and reference. Such foresight will pre- 
vent later arguments or excuses that certain routine suggestions 
were not agreed upon or not understood. Every effort should be 
made to get students to recognize the obvious worth and impor- 
tance of every routine procedure adopted. Indeed, the pedagogi- 
cally wise teacher will utilize the democratic way by enlisting the 
cooperation of the class in the formulation of a list of routine pro- 
cedures or rules of the road for the government of its members. 
Students will be brought to see quickly that every procedure thus 
outlined for the expeditious conduct of the group is planned to add 
to die freedom of the class and to enable every student to do his 
best work. The teacher cannot afford to let the student get the 
impression that he is unreasonably exacting; that the rules will 
cramp and stifle class spirit. The student must be brought to see 
at once that every procedure outlined for the expeditious conduct 
of the class has been planned to add to the freedom of the class, 
promote good understanding, and enable every student to do his 
best work. If this can be accomplished on die opening day of 
school, the teacher will have won his case with the students and a 
wholesome esprit de corps will result. If circumstances permit only 
of assignments and brief lecture, the routine factors may appro- 
priately be delayed until die second day. 
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Assignment and class activity 

Class activity should be given a sense of precision and move- 
ment that keeps every student alert and in a state of expectancy. 
The lesson should move from one phase to another with smooth- 
ness and dispatch. Every effort should be put forth to make the 
class hour interesting. In the nature of the situation, the teacher 
must bear the brunt of the period. To avoid the danger that too 
much of the picture will be occupied by the teacher, and to give 
him a better idea of the mental reactions of students as well as of 
their preparation for the course, if is a good plan to have ten to 
fifteen minutes at least devoted to written work on significant 
phases of the course, calculated to indicate the adequacy of the 
students* previous preparation or advance knowledge of the work 
to be covered. 

The assignment, without fail, should be carefully planned in de- 
tail. The teacher may not be able to approximate again during the 
course such minutiae of lesson planning, but it should be given 
every consideration the first day. Every possibility should be antici- 
pated. Especial care should be given to reference works probably 
new to the students, the purpose of the course and the lesson. 
Everything possible should be done to get the students launched 
upon the work of the course with zest and enthusiasm* An assign- 
ment that leaves the students lethargic will be a serious handicap 
to the teacher’s prestige with the class. 


QUESTIONS AND PROBLEMS 

1. Recall and analyze concise examples from your own experience of 
the important role of the psychological principle of primacy in regard 
to a new teacher. Consider its effect upon yourself as a child, and 
in turn, upon your family and community. 

2. What are the reasons for the fact that the first day of school is likely 
to be a time of comparatively great natural confusion? 

3. Why is it so important from the standpoint of interest and discipline 
to set the pace for the work of the course upon the first day? 

4. From your own experience, give definite examples of adjustment 
problems of teachers to the various community attitudes regarding 
the school, die teacher, social and religious observances, etd. 

5. What special seating adjustments may be made by the new teacher 
in order to assure die best arrangement of individual students for 
die good of the class as a whole? 
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6. What are the probable advantages to be gained by the teacher’s 
having complete knowledge of die student leaders who are to be 
in her classes? 

7. In what way might you as a teacher make a short period of written 
work of value on the first day? 

8. Defend the requirements by some school administrators that teachers 
report for duty three to four days in advance of the opening day of 
school 

9. What specific things should the teacher know about his new work 
before die opening day of school? 

10. How could you plan a "first day” in which you with the class co- 
operatively explored and agreed upon the general rules to govern 
class activities? 
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How Can Discipline 
Be Achieved ? 


1. How Are Conceptions of School Discipline 
Changing? 

Discipline an evolutionary concept 

No phase of education has shown a more radical evolution in 
theory and practice than that of school control — usually con- 
sidered under the term “discipline.” The picture of the ancient 
Roman schoolroom, in, which the youth were undergoing a rigor- 
ous flogging at the hands of the schoolmaster is symbolic of die 
school of that day, but it would not find its counterpart in any 
picture that symbolized the modem school. It is not very long since 
a picture of the boy with the “dunce cap” might have been assumed 
as typical of disciplinary attitudes within the American school. 
That day, too, has passed, except in isolated places where primi- 
tive notions of education still prevail. 

Some years ago the writer, visiting a fairly large and supposedly 
progressive junior high school, was interested in a little alqove in 
the rear of die auditorium, with the front closed with iron |>ars so 
that the one inside would be visible to all who chanced to pass. 
The room, which was approximately six feet wide, six feet long, 
and seven feet high, was of unfinished brick and contained aj single 
chair as its sole article of furniture. This was spoken of fas die 
“meditation room.” Without, for the moment, passing on the value 
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of "meditation" as an agency of correction, we may say that it is 
very doubtful that in any secondary or even elementary school 
built within the past dozen or fifteen years there would have been 
constructed or even set apart a room for such a purpose. To give 
a vivid picture of the evolution in disciplinary ideas, a writer in 
the late twenties 1 has set forth the change in theory and practice 
with special reference to American education. 

Evolution parallels closely changing theological and ethical ideas. 
Every student of educational history is aware that the school 
through the centuries has been intimately associated with the in- 
stitutions of religion of the Western World. Indeed, into the woof 
and warp of the whole fabric of the social and political thought of 
the Western World, religion has exercised a potent influence. The 
control of education in the United States was completely under 
the domination of the church in its early history. Harris, in refer- 
ence to the New York school laws of 1840, quotes 2 with approval 
the words Of Cubberley that, “The school remained religious in 
purpose, even though its control was beginning to pass from the 
church to the state.” Secondary education felt the strong influence 
of the church through the Academy until the turn of the present 
century. 

It is but natural, therefore,* to expect that whatever the presup- 
positions of religion and theology may have been through die cen- 
turies, as they affect human behavior, there should be some 
influences traceable in the disciplinary ideas and practice found 
prevalent in the school. 8 

A careful study of the church and the school shows such an 
intimate relationship to have existed. No clear-cut lines of demarca- 
tion, however, can be found to separate the transition from the 
dominance of one point of view to another. Social evolution has 
seldom shown sharp mass transitions from one stage of thought to 

1 Harris, P. E. Changing Conceptions of School Discipline. New Yorks The 
Macmillan Company, 1928. 

a Ibid., p. 30. 

• It is not necessary to enter into a consideration here of the opposing con- 
tentions as to whether enlightened social thought has modified theology or 
changing theology has modified social theory and practice. It seems more 
rational to conclude that experience has profoundly influenced our philosophy 
and, vice versa, our philosophy has shaped in large measure social theory 
and practice. It is i m p orta nt for the purpose of our consideration here only 
to recognize the parallelism between religious presuppositions and disciplinary 
theory and practice. 
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another. New ideas and consequent change in social practice* on 
die contrary, have shown a slow emergence, with periods of con- 
flict as the struggles to gain recognition have gone forward. Even 
when new ideas and practices have gained general acceptance, 
significant sections of the general public may still cling to die bid. 
Teachers should never forget that general acceptance of a theory 
by acknowledged leaders does not mean wholehearted recognition 
by the rank and file of folk or by local leaders. Even more serious, 
the general public may give lip service to a theory without a dear 
understanding of the direct implication which that new theory 
has for practice. Therein lies (he frequent disparity between 
theory and practice. Such a disparity, between theory and prac- 
tice, is particularly true in the evolution of religious thought and 
its consequent bearing upon social practice. It appears particularly 
in the practice of school discipline. 

Evolution of theories of discipline 

At least five theories of discipline can be traced in the evolution 
of human thought. These theories have found definite expression in 
the religion of the western world and in the social practice of die 
western peoples. Four have had their counterpart in schoolroom 
practice. Because different advocates of all five theories may be 
found in many communities, and because four of them applied to 
the school, it is well for the teacher to understand and appreciate 
the genesis and implications of each. 

1. The vindictive theory. Strictly speaking, no disciplinary values 
of the social nature obtain in this most ancient conception of 
behavior treatment. To impute social significance to it is not 
exactly correct, as it grows out of an extreme individualism in 
drought. The theory was in harmony with the theology of primitive 
peoples. Deity was thought of as a capricious despot. A violation 
of his personal will was considered an affront to his dignity, honor, 
authority. He could wreak vengeance upon the culprit in personal 
satisfaction at will. He was not thought responsible to any code 
of rational behavior. Somewhat of the idea, crystallized into a 
phrase of a later age, “The king can do no wrong," dominated 
ancient theology. “‘Vengeance is mine; I will repay,’ sfcith die 
Lord" is typical of die viewpoint. This theory has no significance 
for the school except that too many teachers have permitted school 
problems to be considered personal, and in the emotional disturb- 



Achieving Discipline 477 

once that has resulted have themselves acted vindictively. They 
have been aided and abetted by the persistence of the vindictive 
attitude of social thought. 

2. The retributive theory. The theory of retribution was a step 
beyond that of vindictiveness. No longer could irresponsibility in 
die infliction of punishment be condoned. A higher ethical plane 
was recognized or required of Deity. Even Deity had become 
amenable to a new sense of social justice inadequate though the 
primitive notions were. The Hammurabi and Mosaic Codes, both 
of religious origin and essentially retributive in ethical concept, 
have had tremendous influence gn the social theories of discipline 
among western peoples. “An eye for an eye and a tooth for a 
tooth,” or "He will visit the sins of the fathers upon the children 
unto the third and fourth generations,” are typical jnaxims of. a 
theology of retribution cast into a social mold. Even in die older 
theology the inadequacy of this theory was apparent to careful 
observers; as, 'vitness die reaction against the theory in the books 
of Ecclesiastes and Job of the Old Testament literature. The influ- 
ence of the Mosaic Code upon legal jurisprudence has long been 
recognized. A careful study of any modern legal code will reveal 
how intrenched is this ancient theory in our legal system, with its 
hair-splitting attempts to fit to the deed the correct proportionate 
measure of punishment. 

While the retributive theory no longer has pedagogical accept- 
ance as a dominant mode of school discipline, it has some values 
that cannot be entirely ignored. A cursory study of the inexorable- 
ness and retributory nature of some of Nature’s laws are very 
uncomfortable to contemplate for those who seek through Nature’s 
laws a less rigorous example of disciplinary practice. One does not 
violate the laws of health, for example, with impunity. Sometimes 
the penalties for infraction of her laws are exceedingly stern, or 
irreparable, and affect others besides the transgressor. Whether 
we will or no, as society is constituted, it seems as though the cessa- 
tion of the operation of retribution in practice might be far remote. 
The school, while seeking a higher concept of disciplinary proce- 
dures, may well teach the student the sterner aspect of those 
retributive laws that operate throughout much of his relation to his 
environment. 

A legalistic theory mechanically applied, however, may easily 
lead to transfer of attention from the main purposes of discipline 
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to the minutiae of its mechanics. The report of Henry Barnard of 
the old German Schoolmaster is probably extreme, but typical of 
the absurdities to which a legalistic approach may carry one. In the 
diary of fifty-one years in the schoolroom had been recorded, with 
the meticulousness of German thoroughness, the penalties applied, 
with some suggestion of classification. The most common are 
recorded, as follows: 


Blows with a cane 911,527 

Blows with a ruler 20,989 

Blows with the hand 136,715 

Slapped over the mouth ’ 10,205 

Boxed on the ears 7,905 

Snaps on the head 1,115,800 


In addition a vocabulary of over 3000 words was employed, one 
third of which represented his own creation. 

3. The deterrent theory. As history goes, this is a relatively 
recent development in disciplinary theory. It is not necessarily 
antagonistic to the doctrine of retribution. It may but use the 
essence of retribution for an additional or primary purpose. The 
deterrent theory is the first to begin to take on social significance. 
True, retribution, while primarily individual in concept, had social 
values as a deterrent of die individual. With the emergence of die 
deterrent ideal, punishments in any form must look to one of two 
results: die prevention' of die individual from a repetition of the 
social offense through fear of the pain, the consequent penalties 
inflicted, or the example it brought to members of society to remind 
diem of the dire consequences of such behavior. The religious 
doctrine of “hell and damnation” and the consequences of "falling 
into the hands of an angry God,” so characteristic of religious 
teaching of an earlier period, breathes this atmosphere of deter- 
rentism through and through. The earlier attitude toward human 
nature that “man was conceived in sin and born in iniquity” led 
naturally to a conception of the individual as of evil propensities. 
The remedy for this condition was suppression, through th| proper 
establishment of inhibitions through external force. Not jail reli- 
gious teaching was so hard and stern, as was not all social theory; 
but this emphasis was by all odds predominant. I 

In the social institution of penology the deterrent theory found 
expression in die public whipping post, the stocks on the public 
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square, the public execution. It was an age that made possible the 
scene in Hawthorne’s The Scarlet Letter, where the doctrine of 
retribution is coupled with the deterrent idea in the dramatic ap- 
pearance on the scaffold of the man and the woman, violators of 
die social ethics of the day. England had its public hangings in 
hangman’s square, where, we are told, women of culture and sup- 
posed refinement gathered to observe these hideous spectacles as a 
special form of entertainment, just as the women of France brought 
their needlework to watch and comment on the public executions 
at the guillotines. 

In the schools the theory resulted in the “dunce cap,” in making 
a pupil stand in a corner at the front of the room, and in other 
forms of punishment inflicted before the rest of the school. By 
precept and example the consequences of unsocial behavior, even 
though it might consist in a disregard of some arbitrary rules for 
which the student did not see die social significance, were brought 
to the attention of the student as forcibly as possible. The theory 
had as its basis the element of fear as a control of behavior. 

One is inevitably led, at this point, to a consideration of the place 
of fear in education. There are some who insist that fear should be 
withdrawn entirely from modem pedagogy. Others cogently insist 
that fear cannot be eliminated horn our relationship to natural 
environment, physical or social, and therefore should not be ignored 
in the school. A wholesome respect, if not downright fear, for the 
consequences of violating a physical law that jeopardizes health 
and physical well-being may well be considered almost inevitable 
and necessary to the safety of the individual. In that case it be- 
comes a pertinent question whether the school can afford to ignore 
the place of intelligent fear in the formation of wholesome atti- 
tudes and conduct, even though at times the attitudes and conduct 
are controlled by negative considerations. 

4. The remedial theory. Simultaneously with the deterrent 
theory of discipline has often been found a conception of disci- 
pline that has put more emphasis on a constructive reaction to in- 
dividual and group behavior patterns. Society has not been satisfied 
with a more or less negative attitude in its penal institutions. Fear 
has its limitations as a disciplinary agent. The would-be law vio- 
lator is deterred only so long as he is afraid of consequences. When 
fear is removed or when there seems to be some way to avoid con- 
sequences, no restraint is left for the still potent impulses. During 
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and following World War I society became rudely awakened to 
the thin veneer we had been pleased to call civilization. When the 
customary restraints of fear were removed, many persons found no 
adequate standards by which to govern conduct. To overcome 
this weakness there had been a growing conviction that something 
must be done to change the impulse itself. The individual should 
be brought to look upon conduct and the mores of society construc- 
tively. He should develop the desire and will to overcome unsocial 
attitudes and behavior, so that the impulse to observe the estab- 
lished mores of society will replace the old impulses to violate them. 

Developing religious emphases fitted into this view admirably. 
The germs of the idea went back centuries, but slowly unfolded in 
its social implications. The idea that “man was conceived in sin 
and born in iniquity” led religious thinkers, who accepted the 
theology implied, to preach a transformation of the individual by 
die removal of evil propensities through divine grace and the 
substitution for them of a desire to be and do good. This good was 
identified with the advanced social mores of the times. It was but 
a step from the more religious personal transformation to a socially 
conceived transformation. 

In keeping with the changing emphasis was ushered in the era 
of penal institutions built or managed, not as punishment centers, 
but as reform agencies. The prison farm, prison industries, prison 
libraries, educational classes for prisoners, recreational activities, 
wholesome living conditions, and “trusties” are all the outgrowth 
of this project of human reclamation. The changes led to the vio- 
lent opposition of the non-progressive elements, and were capital- 
ized by the political mountebank as “coddling criminals.” A wave 
of reform-school building for youth swept the country. It is related 
of Horace Greeley that in a dedicatory address, given upon the 
establishment of a new reform school, he pleaded die value of 
reform schools and in a burst of eloquence asserted that, “If this 
institution reforms one individual assigned to it, it will have been 
worth all its cost.” Afterwards a friend twitted him about his 
extravagant language. Said he: “You really didn't mean that. Just 
imagine die amount of money spent just to reform one boy or girl.” 
To which Greeley promptly replied: “It wouldn't cost too much if 
it were my boy.” 1 

Pedagogy began to think of discipline as a means of changing the 
attitudes and conduct of students, so that they would desire and 
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will to do die things laid down by the school to govern behavior 
within it The problem became one of leading the student to see 
the seriousness for social, as well as personal welfare, of a continu- 
ance or a repetition of unsocial conduct. Every effort was now put 
forth to make the student see the reasonableness and advantages of 
acceptable behavior. Punishments, in consequences, have been 
reduced to a minimum in school guided by this theory of discipline, 
and in some schools the extreme position is taken that punishment 
should not be inflicted at all. It is the position of the advocates of 
this extreme point of view that reason and understanding guidance 
will correct all disciplinary difficulties that arise. When unpleasant 
disciplinary measures are regarded as necessary, it is thought that 
these should serve as the basis for reasoned reformation. 

5. The prophylaxis theory . This theory takes one step beyond 
the remedial, and is now coming into general acceptance among 
thoughtful educators. It has found prophetic voices among socio- 
logical leaders. They insist that reform is proper and necessary in 
its place, but that it is like trying to cure a city of typhus disease 
without being forehanded enough to correct the evil at the source 
of infection. Society is spending more than fifteen billion dollars 
a year in America to take care of the costs incident to crime. Our 
crime bill is astounding. The advocates of prophylaxis reason that, 
if more money were spent to overcome conditions that lead to mal- 
adjustments, there would be less anti-social behavior and conse- 
quently less need for money to correct the bad situation which had 
been allowed to develop. In consequence, civic playgrounds, 
amusement centers, golf links, etc., are sponsored for the public 
good. 

Vast areas of religious thought today see no reason for the old 
idea that man by nature is sinful and is conditioned to do wrong 
— to be anti-social. They maintain that man by nature would ulti- 
mately seek the highest. Unsocial attitudes and behavior are the 
result of misguided moral judgments or perverted ideals. They 
hold that the individual child is by nature non-moral, rather than 
immoral as the older theology maintained. For those who maintain 
this point of view, religion and morality are matters of education. 
Religious education, therefore, has had extensive development 
within the last decade and a half. 

Fortunately, psychology has come to the aid of the newer point 
of view by discrediting the older ideas of human nature and the 
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doctrine of Instinct Social psychologists, almost without exception 
in the past decade, have rejected the old rigid theories of instinct 
They have placed great stress upon the education of emotions, and 
on patterns of thought and behavior. For them, training is the 
major determiner of personal attitudes and conduct 

Modem education, therefore, thinks of discipline as primarily 
that of attacking the causes of maladjustments in the school and 
environment so that the right patterns of thought and the right 
habits of conduct may be firmly established. According to this 
theory, an ideal situation would never necessitate the recourse to 
adjudication of an overt act; unsocial behavior would not occur. 
Of course, an ideal situation seldom exists. Adolescence is not 
maturity. The expediencies of present educational facilities and 
home situations require working conditions less than ideal. A recent 
book shows definitely the newer emphasis upon the discovery and 
removal of causes of maladjustment so as to correct behavior, as 
opposed to the assumption of individual perversity and of the need 
for reformation based upon that assumption. 4 Miss Smithies’ Case 
Studies of Normal Adolescent Girls and Thom’s Normal Youth and 
Its Everyday Problems are two admirable examples of the effort 
to apply this newer theory to a study of actual case-problems that 
arise in the school. The evaluation, then, of this theory, along with 
the others, must reckon with a practical situation. A close study 
of present trends in educational curricula and methodology will 
reveal how extensively the concept of prevention positively and 
constructively conceived has influenced modem education. 

2. What 1$ Present Conception of Discipline? 

Period of public confusion 

The general public but dimly perceives the reasons that inspire 
the changes that take place within its midst. Oftentimes it is not 
fully aware of transformations until they are virtually accomplished 
facts. As suggested earlier in this chapter, progress is not made 
evenly through the social milieu. Some sections of the public 
min d are far advanced, while others remain sluggishly content with 
conditions as they have been. Even within a given community are 
to be found those keenly alive to newer ideas and developments in 

«Tutde, Hamid S. Dynamic Psychology and Conduct. New Yon: Harper 
and Brothers. 1949. 
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practice, while others are insensitive to changes that take place 
about them. If mankind moved as a unit from one position to 
another in the evolution of human thought, little confusion would 
result, but it does not. Radicalism and conservatism strain at the 
leash. The progressive elements surge forward and are impatient 
of restraint, while conservative groups hold back and resent the 
efforts of others to disturb their complaisance. 

This general social condition is mirrored in public comments 
upon the disciplinary practices of the school. The older theories 
of discipline are not without champions in the more popular liter- 
ature. A cursory examination of articles that appear in popular 
magazines will reveal the critical' veins in which the modern ideas 
of discipline are discussed. Most of these show a singular lack of 
understanding of the fundamental educational ideas involved. 
Some are definite flarebacks to ideas long outmoded in advanced 
social and educational thought. It is interesting to note the recur- 
rence of theological ideas of human nature, and “spare the rod and 
spoil the child” conceptions of social controls, in these popular dis- 
cussions. Even among people otherwise alive to social change, the 
conceptions of school discipline are close to the soil of their own 
childhood home and school training. 

Divergence of emphasis in corhmunities, and among schoolmen 

The training school, with claims to modern theory and practice, 
finds difficulty at times in reconciling the training given its embry- 
onic teachers with the demands oi many communities and some 
local schoolmen. The teacher frequently learns that what he has 
been taught to consider good discipline is frowned upon by the 
community, sometimes by the administrative leaders of the school. 
Not long since a young woman, who had been considered one of 
the outstanding members of her class as a student teacher, went 
into a community of fair size to teach. She was soon called into 
the office and reproved for the methods she used and the discipline 
of her classes. Her principal judged her a disciplinary failure, yet 
she had been thought particularly strong in that respect while a 
student teacher in the training school. Other teachers in that system, 
known to have maintained excellent discipline in the training 
school, were found to be uniformily rated unsatisfactory in disci- 
pline. The principal was an advocate of the old military concep- 
tion of rigid posture, and “pin-fall-quiet silence” in the schoolroom. 
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Discipline defined 

Discipline has been defined functionally as “preparing boys and 
girls for life in a democratic society This view envisages the 
whole of education and might be regarded as a very general defi- 
nition of education. The broad implications would suggest the 
development of those attitudes and self-controls so necessary in an 
ideal democracy, where government depends upon individual 
recognition of responsibility for and participation in group life and 
social controls. One writer has suggested that discipline is always 
related to goal seeking, and thus “discipline may be thought of as 
organization of one’s impulses ‘for the attainment of a goal .” 5 
This concept of discipline is in entire agreement with the pro- 
phylaxis theory of discipline, positively interpreted. It is not out 
of harmony with the “remedial theory” when such remedial train- 
ing is necessary. 

In keeping with this larger view, but more specific in the visual- 
ization of the processes to operate within the school, Pringle 8 
offers the following suggestion: 

What, then, is the modem conception of high school discipline? 
Stated negatively, it is not outward conformity, not coercion, net 
merely submission to authority and obedience to rules. ... It is 
primarily concerned with a state of mind, not automatic execution 
of orders. It recognizes in the pupil the stages of continuous and 
concomitant development. It is the gradual transition from control 
by rule to control by reason. It implies a guarded shifting of respon- 
sibility for conduct to the pupils themselves, in the process of which 
the degree and kind of responsibility are always determined by the 
social maturity of the pupils. 

Any conception of high school discipline, to be adequate, must 
recognize the classroom situation as an integral part of the larger 
discipline of the student outside the school. The life of the stu- 
dent, while at best somewhat artificial in a school situation where 
mass education obtains, must not be thought of as something apart 
from life outside the school. It is life . We can prepaid the indi- 
vidual “for participation in a democratic society” only b^ recogniz- 
ing his life in school as part of that democracy that enfbraces the 

* Sheviakov George V. and Redl, Fritz, Discipline far Today's Children and 
Youth, p. 4 Washington, D.C.: Department of Supervision and; Curriculum, 
N.EA.. 1944. 

'Pringle, R. W. The Fsychobgy of High School Discipline , p. 6. Boston: 
D. C. Heath and Company, 1931. 
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totality of his existence. He must come to look upon the school as 
but one aspect of the total, and school discipline must reflect the 
larger implications of all life for the student. He must conceive of 
discipline as constructive and as concerned with the development 
of those attitudes and habits of conduct that contribute to the social 
well-being of the student and the effective achievement of the 
objectives of the school. As a basis for the proper development of 
controls, a school environment must be so set as to make life 
within it as normal and challenging as possible. Society must recog- 
nize that unsocial behavior is the result of maladjustments, either 
within the life of the student or of the school. The correct tech- 
niques of management and method, moreover, must be regarded as 

the principal agency of good discipline within the school. 

< 

Some implications of modern disciplinary theory 

Baldwin, in an article on discipline, asks this pertinent question: 
“Is military discipline real discipline?” He reports the statement 
of a student at Annapolis to the effect that discipline is a verv 
prominent feature of the school life there, until after the diplomas 
are granted. Then may follow an “orgy of pranks resulting in the 
destruction of beds, chairs, and other furnishings.” He goes on 
to say: 7 “It is a well known* fact that such military discipline 
results in one kind of behavior when soldiers and sailors are on 
duty under surveillance, and quite another kind of behavior during 
shore leave.” The discipline implied here is largely “deterrent”, 
when fear is removed, restraint is gone. The discipline implied in 
the above paragraphs requires intelligent ready response to positive 
standards of behavior, accepted by the student because he recog- 
nizes the social values inherent in the standards. Under such a 
conception discipline and character education become practically 
synonymous. 

Another implication of this conception of discipline is that the 
attention of the teacher will be directed to the development of con- 
structive attitudes and habits of conduct, rather than to regula- 
tions of control negative in nature. Tuttle has well stated the sig- 
nificance of this idea in these words: 8 “A large part of education 
for democratic living consists in the substitution of harmless forms 

T Baldwin, W. A. “Discipline in Progressive Schools" in Journal of Educa- 
tion, voi. 115, p. 133 (February 3, 1932). 

* From Tuttle, Harold S. Dynamic Psychology and Conduct, p. 174. New 
York: Harper and Brothers, 1949. 
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of satisfactions for those that injure and impoverish others. This 
is the constructive aspect of discipline.” Aggressive leadership 
toward a positive desired goal is the emphasis demanded under 
the ideas of discipline. Instead of “keeping school” and priding 
himself upon no overt acts committed against the rules of die class, 
the teacher will searchingly seek to discover what advance the 
members of the class have made toward mastery of knowledge, at- 
titudes, and understanding of the way to self-mastery and desirable 
social participation. 

“He who governs least governs best,” is a valid implication of 
the idea of modem school discipline. To the extent that the school 
is effective in the discharge of its training will it be unnecessary 
for the school to govern by authoritative means. The effort to 
effect a transition from “control by authority to a control by reason” 
is the essence of the goal of good discipline and education. Such a 
situation means freedom within the school to permit the exercise 
of self- and group- control. Adolescence is immature, and efforts 
to harness adolescent exuberance and to direct its energies con- 
structively will require patience and tact on the part of the teacher. 
Nor should an “old head on young shoulders” be expected. Class- 
room order and quiet should not be expected of the old pin-drop- 
quiet variety, nor is it desirable for growing youth to maintain a 
military posture. It is at this point that criticism most frequently is 
directed against the newer expression of modem school discipline. 
We are accordingly' led here to a brief consideration of what is 
good and bad discipline. 

Good and bad discipline 

In order to contrast the new and the old ideas of discipline, two 
examples are cited: 

Some years ago the author found it necessary to assign a student 
teacher to an acting supervisor, considered a good teacher and a 
strong disciplinarian. The supervisor became very critical of the 
teaching of the student, and particularly of her discipline. She 
spoke of it as atrocious. Several visits to the classroom failed to 
reveal anything 1 far amiss. The teaching technique Jacked the 
touch of experience but was good, and die criticize*) discipline 
seemed not at fault. True, the youngsters in the junior |>igh school 
age were wiggly, a trifle restless after forty-five minutes fn one gen- 
eral position, but they were alert, eager, and readily responsive to 
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the teacher. Sometime later it was necessary to tarry over a period 
in order to counsel with the supervisor. Her class was visited to 
obtain from her teaching method some clue to her idea of good 
technique. Almost the moment the bell rang her sharp staccato 
words brought the class to attention with a figurative bang. The 
sting in her voice and words caused the students to assume a rigid 
immovable posture for the hour — not a whisper nor a stray glance. 
The attitude was one of "answer when necessary, but speak only 
when spoken to.” There was a strained tenseness about the class 
that did not suggest ease of mind or affection for the teacher. No 
smile emanated from the teacher to relieve the tenseness of the 
situation or the severity of her Expression. The class was grave, 
almost solemn. When the period was over, the now-familiar crit- 
icisms were offered of the student teacher. The supervisor at heart 
desired to help the student teacher, and felt dismayed that the 
student was becoming nervously distracted by the critical attitude 
which the supervisor displayed. In the course of the conversation 
that followed the supervisor commented on a situation that greatly 
confused her. "I don't know why it is,” she said, “but those students 
will work their fingernails off for that cadet teacher, and wont for 
me.” The truth of her words was obvious. She condemned herself 
and did not know it. , 

Which was good discipline and which was not? Judged by the 
older conception of discipline, the older teacher deserved the repu- 
tation she bore as a good teacher and disciplinarian. Bv the same 
token the young teacher was quite poor. However, if the new 
conception of discipline be the standard bv which these teachers 
were gauged, the judgments of the two would be reversed. The 
author carried away from that experience a settled conviction that 
he would elect without hesitancy, for a position on his staff, the 
student rather than the older teacher. Her kindly sympathetic at- 
titude won for her the complete cooperation of the class. She was 
not disturbed by a little squirming on the part of adolescents with 
growing muscles, aching from forty-five minutes in approximately 
one position. She correctly estimated the worth of the eagerness 
displayed by the students, eagerness that produced noise unheard 
in the classes of her supervisor. 

Whenever conditions in the classroom reveal an earnest, eager 
group of students working with enthusiasm and apparently without 
conscious restraint from the teacher, intent upon the accomplish- 
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ment of the Immediate task, the discipline of the class is almost 
certain to be good. The final test must be a wholesome class atti- 
tude, and a quiet enough room to permit effective work on the part 
of each pupil. When unnatural conditions that produce physical 
discomfort and strain, with unfavorable attitudes toward work and 
die teacher, are maintained in the classroom, an extremely poor 
disciplinary condition obtains, no matter how quiet and outwardly 
well-mannered the class may be. 

3. Why Problems of Disciplinary Control? 

Causes of disciplinary problems • 

The principal causes of disciplinary problems may be sum- 
marized under a fourfold classification, with a few suggestive ex- 
amples of the problems that arise from each general source. The 
teacher who expects to gain a reasonably complete picture of the 
problems that may arise in this connection should consult a more 
complete treatment of the subject of discipline in sources given in 
the bibliography for this chapter. 

1. Physiological factors. Two principal factors give rise to prob- 
lems from this general source. Increasingly, educational leaders are 
recognizing the importance of health to school discipline. Many 
who heard Willis A. Sutton, formerly president of the Rational Edu- 
cational Association, and for a long time superintendent of schools 
of Atlanta, Georgia, speak on health problems and discipline have 
gone away from that discussion with a conviction that, could die 
teeth of school children be properly cared for, most disciplinary 
problems would be at an end, so convincingly does he marshal the 
evidence from experience to show the effect of health upon school 
behavior. Bad health conditions often lead to irritability, resdess- 
ness, and sullen dispositions, with the myriad of bad behavior reac- 
tions that may flow from them. Some of these prove very serious 
indeed. Defective eyes, malnutrition, etc., may lead to apparent 
stubbornness and sullenness which are really an attempt to cover 
embarrassment or a baffled mental state that has resulted from a 
feeling of defeat, without fully understanding the reason fpr defeat. 
Abnormal glandular action may develop a sluggish, phlegmatic, 
indifferent student; it may also lead to a highly excitable indi- 
vidual — nervous, irritable, and difficult to get along with. A study 
of five hundred high school problem-cases traced disciplinary diffi- 
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culties to the malfunctioning of endocrine glands in over 10 per 
cent of the cases. 

Closely akin to health factors are those physiological elements 
that determine adolescent characteristics. The rapid bodily growth, 
with the concomitant organic developments, makes high school 
youth restless, awkward, self-conscious, and bubbling over with 
energy and enthusiasm, and produces general emotional instability. 
These growth factors lead to natural restlessness in the classroom, 
giggling, self-assertiveness at times, and general mischievousness 
for idle hands and minds. They also make the student unusually 
sensitive to teacher influence. Nervousness and excitability in the 
teacher are likely to produce a corresponding condition in the mem- 
bers of the class. The writer has seen a class under the direction 
of a highly nervous teacher grow in excitability toward the end 
of the hour, with accelerated momentum until class control was 
gone. Neither teacher nor students understood why. Those same 
students the nc\t period, under the soothing influence of a calm, 
poised teacher, became models of quiet behavior. 

2. Personal factors. These factors classify themselves under a 
number of headings, as follows: 

(a) Egotism, which is likely to find expression in a cocksureness 
of attitude, often challenging the teacher, and in definite disrespect 
for authority. 

(h) Immaturity of judgment . From this factor flow all types of 
behavior problems — some of minor nature, others often vicious — 
but all the result of inability to see the consequences of the act. 
A group of high school boys with exuberant natures, and good gen- 
eral intentions but mischievous, decided to flicker the lights to tor- 
ment a class play rehearsal. Incidentally, other groups were affected 
by their pranks, whom the boys did not realize would be affected, 
and through lack of knowledge of the switch one of the boys suf- 
fered a severe shock that might have proved very serious. When 
called to account, the bovs readily admitted their pranks, and pro- 
fusely and genuinely apologized for the unintentional inconvenience 
caused to others besides the play cast. 

(c) Low mentality . During immaturitv the individual of low 
mentality may not learn quickly bv experience; in some situations 
he is unable to appreciate the implications of his behavior. The 
mentally dull student faces a further handicap in that he is unable 
to learn much through the observation of the conduct of others, or 
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through a study of abstract principles of behavior. The lower the 
I.Q., die greater the inability of the student to profit by direct ex- 
perience, and particularly by vicarious forms of learning. 

(d) Lack of social training. This lack ranges from inadequate 
tutoring in the common standards of social courtesy to lade of 
ethical and moral perception. The overt acts that result from this 
factor may vary from simple discourtesies in speech and a lack of 
deference to others to stealing, lying, vandalism, and immoral con- 
duct Recently a junior high school boy, who was found guilty of 
a series of acts of immorality, was sent to the reform school. He 
readily admitted his guilt, but insisted he could see nothing serious 
about his offense. His mother, a divorcee, had not discussed sex 
problems with him, so that his sex information carried none of the 
inhibitions of the moral code of society. 

(e) Self-consciousness. Unwillingness to do things before others, 
sometimes erroneously attributed to a stubborn disposition; inabil- 
ity to participate when called upon by the teacher, and attributed 
to gross negligence in preparation, giggling, etc., are forms of ex- 
pression that result from self-consciousness. 

3. Social factors. Social factors also are subdividable into a num- 
ber of classifications, the more important of which are: 

(a) Desire for sensationalism. The social emphasis of modem 
society puts a premium on the extraordinary, the spectacular. A 
military figure or a Lindbergh receives the attention of the multi- 
tudes. The newspapers give prominence to the sensational, often 
without regard to social consequences. As a result, gangsters as- 
sume the rdle of glorified heroes through the publicity gained for 
their anti-social behavior, as many have testified. The school, too, 
is permeated by desire for sensation. The youth, to gain recogni- 
tion, often indulges in sensational behavior not because of pleasure 
in the act itself, but to gain the attention a developing inferiority 
complex demands. The teacher who is a social psychologist will 
recognize these svmptoms of "showing off," vanities of one kind 
or another To this group of factors belong manv pranks t|>at bring 
attention to die individual as a hero among his fellows! such as 
strewing match heads on the floor, placing Limburger $heese in 
places difficult to detect, and other pranks all too familia^ to high 
school youth and experienced teachers. 

(h) Desire to he identified ivith the crowd. In direct antithesis 
to the above, many students dislike nothing so greatly as to be con- 
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ddered different. They want to be like the majority, and avoid -the' 
feeling of being odd or different If a majority are thought to act 
in a given way these individuals are likely to do likewise, though 
&e action violates their better knowledge. The conformist often 
will do what the gang dictates, though the acts lead to very serious 
offense and personal inconvenience. A fashion prevails in the 
school and cannot easily be changed, because most students will 
imitate their heroes and what they think the crowd will do as led 
by these leaders. To get unwholesome fashions started is serious, 
because otherwise well-mannered young people of high ideals have 
not the strength of moral purpose to stand out against the crowd. 
These imitative fashions may extend from mere gum-chcwing to 
gross lawlessness. Certain schools become noted for good discipline 
because it has been made the fashion; others become very dis- 
orderly because the school leaders have popularized a lawless 
attitude. Much has been borrowed from the elders, and ideas of 
uniformity h'a.v l>een instilled into youth in their homes and out-of- 
school environment. In such cases lawlessness should be recognized 
not as a peculiarity of high school, but as an echo of adult social 
life. As such it must be dealt with. Nor should group fashions be 
looked upon as undesirable. If intelligent, a fashion of behavior is 
a most wholesome instrument for desirable behavior control. 

(c) Resentment at control. The old adage, “You can lead a 
horse to water but you can’t make him drink,” suggests the so-called 
perversity of temperaments. Adults stubbornly resist any limita- 
tions upon their “personal liberty,” even though modem conditions 
make “personal liberty to do as you please” an anachronism in our 
complex social organism. The idea of personal independence has 
permeated popular social thought to the extent that it is difficult to 
get people to do even desirable things when to do them savors of 
acting under compulsion. Youth, with a natural impulsiveness, 
chafes at the restraints incident to the artificial social structure we 
call society-civilization. Modem youth has but intensified the prev- 
alent somewhat natural opposition to control from above. A study, 
made on the basis of the seven causes of disciplinary problems 
given by Moorehouse, revealed that approximately 22 per cent of 
high school disciplinary problems might be Ossified as antagonism 
to imposed controls. Truancy, open disobedience, or disrespect to 
the teacher are characteristic of problems associated with student 
resentment. Unfortunately the curriculum and general attitude of 
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the .traditional high school tends to foster this student reaction 
through the subjects of questionable value required and the formal, 
deadening teaching methods so often employed. 

4. Schoolroom factors . In the last sentence, allusion was made 
to some of the factors that give rise to discipline problems. These 
factors should not be overlooked, even though some cannot be cor- 
rected by the individual teacher. For the teacher to recognize 
them, though, is to be stimulated to make all adjustments possible 
to nullify their cramping influence. Where they exist the teacher 
can in some measure overcome the following conditions: 

(a) Unattractive room . Students cannot develop a natural re- 
spect for an unattractive room or building. Beauty draws an invol- 
untary respect and instills a spirit of awe. The incongruity of 
rowdyism in a beautiful environment seems a natural reaction of 
adolescents. Where beauty exists, it is easy to avoid defacements 
and rough handling of furniture. Without attractiveness rooms are 
subject to pencil or chalk marks and desks to clever engravings. 
A cheerful atmosphere acts as a buoyant force to arouse students' 
spirits and stimulate in them a desire to achieve. 

( b ) Unhygienic room conditions . Students in poorly lighted, 
overheated, poorly ventilated rooms are likely to become restless, 
irritable, or depressed. When symptojns of these conditions exist 
the source of the difficulty probably is near at hand. 

(c) Classroom method. Method is directly related to poor disci- 
plinary situations. Few teachers with otherwise normal conditions 
and good classroom methods have many disciplinary problems. 
The lecture or recitation method, conducted in an uninspiring man- 
ner with poorly organized materials, will almost inevitably end in 
expressions of indifference, boredom, note-writing, whispering, and 
pranks. 

> (d) Indifferent organization of classroom routine . Students ap- 

preciate definiteness and orderly procedures in their work. They 
like to get a more or less mechanical form for doing certain things 
that frequently recur. They show their disgust at once for constant 
change in matters that might be made routine. Facial expressions 
first register dissatisfaction; then more serious complaints aqd dis- 
orderliness may follow, culminating in any of the acts common to a 
disorderly school. 

Direct and indirect means of control 

In general theory, two principal methods of handling school disci- 
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pline are recognized. By direct control is meant those steps that 
must be taken to correct an overt act once it has been committed. 
The main purpose of direct control is to restore the class or student 
to normal schoolroom activity. The indirect means of control con- 
templates primarily the prophylaxis ideal. Under this plan the work 
of the school is so organized, and possible difficulties so anticipated, 
that an overt act does not occur except as ideal conditions cannot 
be provided. The ideal of the high school especially is to achieve 
such working conditions that direct control will be reduced to a 
minimum and made entirely an incidental phase of school control. 

4. How Secure Direct Means of Control? 

The overt act 

A writer 9 on discipline asserts that “there is something funda- 
mentally wrong when a high school teacher finds it necessary fre- 
quently to report to any means of direct control.” Yet experience 
shows frequent situations where attention to direct means of control 
is necessary. It may be the fault of the classroom situation itself; it 
may be a carry-over from undesirable conditions in other class- 
rooms; the general school organization may be at fault; or the diffi- 
culty may even originate ii\ conditions beyond the school. Some- 
thing may have to be done immediately to preserve class morale, 
before the teacher is free to seek out the causes and set processes 
to work to remove them. 

There is no place in sound disciplinary theory for “soft pedagogy.” 
The physical, social environment of the student is rigorous, often 
inexorable. For the school to prove wishy-washy or indulge in 
maudlin sentimentality would be a disservice to the student. The 
school should be a pattern of the total social environment, albeit a 
place shaded to relieve the student of some of the rigors so likely 
to attend error in judgment and conduct in his out-of-school rela- 
tionships. He should be made fully conscious of the degree of 
favorable protection the school offers him during this period of in- 
tensive learning. In other respects he must meet the demands of 
citizenship, industry, and responsibility demanded in the workaday 
world. 

Dangers in overfocalized attention on direct control 
Two dangers are inherent in too close attention to the problems 
•Pringle, R. W., op. cit, p. 187. 
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of direct control First, it is easy to overemphasize the place of 
direct control in education* The teacher who does so will create 
problems instead of eliminating them. The old saying, "Look for 
trouble and you will be sure to find it,’* has its carry-over here. The 
teacher constantly on the lookout and in a state of expectancy will 
not long be unrewarded. Innocent behavior will be wrongly in- 
terpreted. Students will sense the lack of confidence, and con- 
sciously or unconsciously will be influenced to accommodate the 
teacher* The teacher unknowingly will be planting the suggestion 
for undesirable behavior that will produce its harvest. 

Moreover, the teacher will tend to take the path of least resist- 
ance and form a habit of undue attention to undesirable overt 
behavior. We are all creatures of habit. Moreover, it requires 
more effort and alertness to seek out causes that may lead to unde- 
sirable behavior, and correct them before they lead to overt acts, 
than to wait until they occur and then use devices to provide a 
temporary correction. The teacher who emphasizes the direct 
modes of control is seriously in danger of losing sight of the impor- 
tance of method and management, and of slipping back into tradi- 
tional practices that tend to produce the very things the teacher 
wishes to avoid. 

Principles governing the handling of overt acts 

Whatever our emphasis upon modes of control, there are times in 
the experience of every, teacher when direct control is necessary. 
Experience and a knowledge of the psychology of human reactions 
have led to some very generally accepted principles that should 
govern the use of measures to correct undesirable overt behavior. 
These principles look beyond the immediate to the educational 
values of permanent significance when direct control becomes im- 
perative. Any intelligent application of these principles will recog- 
nize exceptions to every rule The teacher should be fully per- 
suaded of the justification of the exception, however, before it is 
made. 

1. The teacher should be responsible for his own discipline. It 
is a recognition of weakness to be forced to refer discipline prob- 
lems to the principal’s office. The teacher should impress thp class 
with his unquestioned ability to deal with every situation that 
arises. The students know the teacher and quickly estimate the 
degree of firmness the teacher will exhibit. There is less chance for 
trifling when the student deals directly with the teacher. A trip to 
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die office Is accepted by most students as evidence of the inability 
of the teacher to handle the student. Moreover, the chance of 
escaping punishment when sent to the principal is accepted and 
utilized to the utmost There is an opportunity for representing the 
case in such a way as to reflect on the merits of the charge, or to 
escape through the natural inclination of the principal in most 
schools to deal gently with the offender. In addition, to be sent to 
the principal gives the student prestige in the eyes of his fellow 
students, since his case is such that the teachers cannot handle it 
alone. There are times, however, when conditions make coopera- 
tion of the principal’s office necessary. The teacher has the right 
under such circumstances to expect the fullest cooperation on the 
part of the administration. 

2. A class should not be punished for the individual Resentment 
at the injustice of being punished for another’s crime will be the 
certain reaction of the class. If a large section of the class has been 
guilty of inexcusable confusion or participation in some major 
prank, it may be desirable to hold the entire class responsible un- 
less the individuals can be singled out. Such a course can be justi- 
fied on the social theory that to shield the criminal makes the inno- 
cent an actual participant in the crime, as fully recognized in legal 
jurisprudence. The class should be led to see the serious conse- 
quences for any democratically controlled society of an attitude 
that justifies the protection of the guilty in any manner. The teacher 
should be very careful in the exceptions to the rule, and should 
endeavor first to locate the guilty students. To bring the class into 
the picture, unless definitely aware that most of the class possess 
knowledge of individual guilt, is to court a resentment very diffi- 
cult to overcome. The writer will never forget the resentment of a 
class where reference books were used in a study of a number of 
topics for class reports. Some ten or twelve students chose a topic 
which involved the use of a certain book. The book disappeared. 
The teacher in anger posted on the board the names of all ap- 
pointed to that topic, and threatened to withhold grades for them 
until the book was returned. There was no way of determining 
who possessed the book, and little chance that those not guilty 
could possibly know who had taken the !>ook. The resentment of 
the class became very pronounced. In spite of the years that have 
elapsed, the writer, though not one of the users of the book, feels 
a tinge of resentment at the memory of the palpable injustice. 

3. Discipline of the individual should not interfere with othpr 
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educational opportunities. Whatever the nature of the overt act, 
the correction should not involve interference with other classes 
which the student should attend; or, if he is engaged in private 
lessons after school, these should not be interrupted through pen* 
aides imposed. Other teachers have their class plans, and it seri- 
ously jeopardizes whole class programs at times to have students 
absent through necessary detention at the office, or otherwise. A 
student teacher found a class very unruly; because they would 
not be quiet the class was held five minutes after the dismissal 
belL Immediately complaints were forthcoming. It was a relief to 
the general supervisor to learn that < the penalty had been exacted 
in the last class-period before the noon hour. To have used this 
form of correction at any time between classes would have disor- 
ganized the school. 

4. Correction should be impersonal. “This hurts me as much as 
it does you, but the situation demands that it be done” is the atti- 
tude that should characterize all correction. The teacher should 
genuinely feel that way about it. The teacher who accepts the 
newer philosophy of discipline recognizes overt acts usually as 
serious reflections upon the technique of the classroom and the 
teacher, or as rising from remote causes that reflect serious defi- 
ciencies in student training Correction of any sort, therefore, rep- 
resents an unfortunate situation. The teacher and student should 
alike feel this, yet at the same time they should recognize certain 
penalties for breach of established order. If the teacher will think 
of misconduct as a reaction against societal standards, rather than 
against him personally, except as he represents these standards, an 
impersonal attitude will be more easily maintained. Under no cir- 
cumstances should correction take place under die stress of emo- 
tion. The student will identify the correction with personal vin- 
dictiveness on the part of the teacher, creating personal resentment 
and withdrawing attention from the educational values intended in 
the correction. Further, emotion inhibits clarity of thought and 
die judicious application of corrective measures. 

5. Correction should be understood by the puptt. Any attempt 
to correct overt behavior results in more harm than good, pnless 
die reasons therefor and the justice of those reasons are ma|e ap- 
parent to the offender. The remedial theory of discipline dojfes not 
countenance any punishment of simple vindictive or retriputive 
nature. There must be a definite expectation that the individual 
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corrected will have learned from the experience the value of ap- 
proved behavior, not alone to avoid unpleasant consequences but 
also because the larger interests, personal and societal, are achieved 
by the adjustment of conduct to the approved social modes of the 
school. This is the principle that separates the remedial and the 
prophylaxis theories from the older ideas of discipline. It is desir- 
able to talk over with the student all phases of the transgression so 
that the seriousness of the offense may be perfectly understood. If 
possible, the student should be brought to admit the need of the 
correction and cheerfully acept the penalty as a necessary sequence 
of the act. 

6. Correction should be private . Exposure of the student to cor- 
rection was the accepted method of the deterrent theory. There is 
a sense in which this is still a desirable part of correction technique. 
The class should be made to feel a sense of the inexorableness of 
school discipline as it obtains outside the school. This result can- 
not be accomplished by complete privacy, though what actually 
takes place in the privacy of the office of the teacher should not 
be revealed to others in the class unless the one most concerned 
cares to make the revelation. An exception might well be taken, 
however, when it is found that the class labors under the delusion 
that nothing serious ever happens. Then there are some acts which 
need prompt and effective handling while the class work proceeds. 
As little attention as possible should be called to the individual 
when classroom correction is necessary. In most situations it is 
possible to have private conferences with the student over matters 
that need correction. It is well to remember always that individual 
reformation is the primary goal of discipline whenever overt acts 
are concerned. 

7. Correction should be certain . One of the reasons among many 
given for the extent of lawlessness in America is that punishment 
is not certain. In the case of only a small fraction of crimes com- 
mitted is the criminal ever apprehended, and in a significantly 
smaller percentage of cases is there anv definite meting out of 
punishment. The ability to “get bv" is a most dangerous omen for 
the welfare of society, both for its failure to exercise a deterrent 
influence and for the education of those 'ho *get bv" and who 
tend to believe that some forms of anti-social conduct are person- 
ally most profitable. The student should be made to feel that the 
school does not with impunity permit breaches of its laws. If the 
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school can instill correct attitudes through experience, it will have 
contributed materially toward a wholesome civic atmosphere in 
the school and in the community. It is the gambling chance that 
too many are willing to take when it seems possible to escape 
punishment. 

8. Correction should be swift. The most effective impressions are 
made when correction follows close on the heels of the act that 
merits it. There is a common tendency to disregard consequences 
in proportion as they are remote from the causes that produce 
them. If the student thinks the consequences are to be reckoned 
with shortly alter the overt act, he is likely to be deterred far more 
than if he knew that the reckoning was in the distant future. The 
virtue of swiftness lies in its deterrent values and in certain identi- 
fication in memory of cause with effect. 

9. Correction should be painful. It is a maxim of discipline that 
when correction is necessary the offender should suffer severely as 
a result of the offense. There are two types of pain that may be 
inflicted — physical and mental. In the high school it is assumed 
that physical pain will not be inflicted except under most extraordi- 
nary circumstances. It is the least effective as a corrective. Yet 
there are some communities in which floggings are common and, 
indeed, necessary. Many small isolated communities are still prim- 
itive, and the fashion of the community requires rigorous controls. 
The teacher must take these into account. 

The most common igeans of inflicting pain is mental. It is like- 
wise much more effective. It may be devastating in its effect. The 
teacher should use this means with care lest psychological conse- 
quences for the personality of the student invalidate all the correc- 
tive values hoped to be obtained by its use. There are both very 
“tough-minded” and verv "tender-minded” folk, as distinguished by 
Professor James, the psychologist. The tough-minded are not easily 
jarred by what is said to them. On the other hand, a very sensitive 
individual might suffer irreparable harm from a few words of dis- 
paragement from the teacher. The teacher needs to exercise extraor- 
dinary wisdom in the application of mental suffering appropriate 
to the nature of the individual and the desired corrective results to 
be obtained. < 

10. Correction should be adjusted to the offense. Thpre is a 
measure in which a reversion to the old retributive theory of "an 
eye for an eve” is necessary and desirable. It is necessary if the 
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pupil is to gain some idea of the relative value society places upon 
various aspects of behavior, and the teacher should not for a 
moment forget that the school should be a microcosm of the 
democratic society the youth must be helped to understand and 
adjust himself to successfully. Some behavior is harmful but not 
serious; other forms carry very serious implications for the well- 
being of society. It is wholly incompatible with the offense of note- 
writing, let us say, to suspend the student from school. Vicious 
conduct, on the other hand, might make suspension or expulsion 
necessary to safeguard the rest of the student body. There was a 
justifiable basis for some differentiation in the importance of the 
deed as the old Mosaic Code attempted to recognize it, or as is 
implicit in the legal codes of today. The student needs to gain 
some perspective of the relative seriousness of offenses within the 
school To show some discrimination in the teacher-evaluation of 
conduct will impress the student, both with the judiciousness of the 
teacher and with the impersonal nature of the correction. 

11. Correction should be adjusted to the offender. Two general 
factors should be considered in this connection. 

First, what form of correction will prove most effective with the 
individual concerned? Corporal punishment is the only effective 
means of control which some students recognize. These students', 
we have said, represent one extreme. They are found in backward, 
primitive communities where less rough and ready appeals have 
not become fashionable in the community; or they are pupils of low 
mentality, which renders them unable to see the more subtle values 
that reside in conduct relations. At the other extreme are to be 
found those who readily cooperate and whose violation of school 
mores may be charged to ignorance. 

The second factor that needs always to receive consideration is 
the intent of the offender. This is very important if the fullest edu- 
cational values are to be secured, yet it is one of the most difficult 
factors to determine because it is so subjective in nature. The 
guilty and the innocent alike will usually declare their good inten- 
tions. Mistakes do happen with the best of intentions. Where the 
teacher has reason, through the general tenor of previous behavior, 
to believe that the student’s declaration of good intent is valid, he 
should take the good intention into account, but it is seldom wise 
to excuse entirely anv failure to act in complete harmony with 
approved school mores. 
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12. Teacher should be certain of guilt. The problem here is 

closely akin to the problem of group punishment. Any unmerited 

correction will produce a rankling in the breast of the student, 

likely to embitter him toward the school as well as toward the 

teacher. An injury may easily be done that will alienate student 

respect and cooperation. If the student is aggressive, future trouble 

probably will result from the incident. The utmost care should be 

exercised, for, in addition to innocence falsely punished, the guilty 

person may “get by.” To permit the latter situation is pernicious 

for the individual, who thus learns that he can violate law with 

impunity or with a good chance of avoiding detection. 

« 

Effective means of handling overt acts 

There are no commonly accepted penalties which the teacher 
can accept with full confidence that they have met the test of prac- 
tical experience. No scientific studies are available that have deter- 
mined beyond doubt the values of various forms of corrective de- 
vices. It is doubtful if such values could be given. The best the 
teacher can do is to glean the devices recommended on the basis 
of experience. In the final analysis it must become clear to the 
teacher that every situation is unique and demands its own solu- 
tion. The best the experiences of others can offer is a broad cate- 
gory of devices that may be effective if used with discretion. 
Possibly as suggestive a list of corrective devices as may be given, 
with some data on their effectiveness, is that of Belting, offered 
several years ago. A number of teachers contributed 755 cases of 
serious discipline problems as a basis for the study. These disci- 
plinary cases were classified according to causes, and then the suc- 
cess or failure of nineteen forms of disciplinary devices as given, 
together with the percentage of success which the teachers agreed 
they had had with the application of each disciplinary device. The 
list of devices employed is given below, ranked in descending order 
of effectiveness, with the percentage of success entered at the right 
of the item. 

Some cautions need to be offered in an appraisal of these items 
and their rankings. First of all the teacher should remember that 
these cases represent very serious cases. The usual type of disci- 
plinary problem is not considered here. That fact will account for 
the high ranking of some correctional devices that modern disci- 
plinary theory would justify as a last resort only, namely: No. 6, 
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Table 6. Penalties Applied in Disciplinary Control and the 
Per Cent of Success in Case of Each 10 


Penalties Applied 

1 EM 

Percentage 

Successful 

1. Kindness and sympathy 

18 

94 

2. Loss of privilege 

48 

77 

3. Same treatment as the offense to offender 

26 

69 

4. Placed on honor or probation 

21 

61 

6. Parents 1 assistance 

21 

57 

6. Handled by board 

7 

57 

7. Extra work 

59 

62 

8. Lecture 

24 

45 

9. Ridicule 

9 

44 

10. Expulsion 

84 

43 

11. Reprimand 

12. Failure in work 

35 

42 

23 

39 

18. Ignoring 

14. Teacher's resignation 

33 

6 

33} 

33} 

15. Corporal punishment 

16. Apology 

56 

40 

30 

30 

17. Suspension 

88 

27 

18. Sarcasm 

8 

25 

19. Nothing 

149 

.6 


Handled by board; No. 10, Expulsion; No. 17, Suspension; and 
No. 14, Teacher’s resignation. Again, the disparity between case- 
frequencies for the several penalties applied should be considered 
in relation to the percentage bf successes recorded for the use of a 
given penalty. Even then the high percentage sustained by the 
highest five in rank is noticeable. 

A number of the items listed above, with a discussion of other 
disciplinary devices generally employed, may well be given indi- 
vidual consideration. 

1. Kindness and sympathy. Modern educational theory main- 
tains that normal adolescent youth at heart wishes to do right, but 
that lack of knowledge, immaturity of judgment, and emotional 
instability often lead him in moments of stress to do things he 
would not do were he informed or fully poised. Most of the disci- 
plinary problems the teacher confronts are not serious, at least in 
the beginning. The student, therefore, is very amenable to a kindly, 
sympathetic approach when misconduct takes place. The teacher 
who reveals a genuine faith in the good intentions of the student 
will find that confidence honored. Even though the student were 

to Data adapted from Belting, P. E. The Community and Its High School , 
pp. 234-237. Boston: D. C. Heath and Company, 1923. 
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not deserving of die assumption in most cases, he would endeavor 
to rise to the estimate of his teacher. In either case the student is 
challenged to his best A quiet serious conference with the student 
in which the wise teacher asks well-directed questions that lead 
the student to discover for himself the seriousness of his behavior, 
is the most effective way of correcting a fault constructively. A 
study of the literature shows unanimity on the value of kindness 
and sympathy in the correction of overt behavior. This kind of 
treatment is psychologically sound. Even when reproof is necessary 
in the classroom, if it is given briefly, quietly, and kindly, with a 
note of challenge to the better self, it will be highly effective. 

2. Loss of privilege. The two types of privileges that the student 
has: (1) those common to all, and (2) those he has earned as 
special honors, are dear to the average student, especially the lat- 
ter. Experience seems quite generally to warrant confidence in the 
effectiveness of removal of privilege, particularly of special priv- 
ilege, for failure on the part of a student to fulfill his obligations. 
Such deprivation should be employed only when failure in attitude 
or conduct has been somewhat pronounced. The teacher will need 
die cooperation and judgment of the principal to enjoin the stu- 
dent’s special privileges. It is necessary to strike where the blow 
will be most seriously felt when grave overt behavior has taken 
place. To be denied participation on an athletic team, student-body 
office, etc., brings the individual face to face with the public opin- 
ion of his peers. A sense of disgrace as well as the sacrifice of 
cherished opportunity results. Loss of common privileges should 
not affect seriously his educational opportunities within the class. 

3. Same treatment as the offense to the offender. This method 

carries the teacher back to the ancient principle of lex talionis. 
Its application is not retribution, but a convenient form of remedial 
device that insures a correction which will appear justifiable and 
merited in the light of the offense committed. For adolescence it 
seems to be a safe device that is recognized as fair. It should be 
used sparingly, however, for in many situatioas the principle leads 
to some absurdities and may involve others. Again if the teacher 
is die one involved, there is danger that the student will associate 
the punishment with personal pique or revenge. { 

4. Placed on honor or probation. This device usually has proved 
very effective. The failure to make good usually results (n the cur- 
tailment of privileges. If the offense has been somewhat serins. 



Achieving Discipline 503 

but die student insists he will make good if given a chance, it places 
him on his mettle. The teacher should so stage the setting that he 
appears to be in the position of placing confidence in the student, 
while at the same time giving him the assurance that a watchful 
eye will none the less be upon him during the probationary period. 

5. Parental assistance . There are many values in parental co- 
operation, but the teacher must jealously guard against the appeal 
to outside authority for help. Today education stresses the cooper- 
ative nature of the education task between home and school. 
Where a spirit of cooperation has existed that has involved the total 
educational situation and not just overt behavior of children, then 
the home should be a source of great assistance. Unfortunately, in 
all too many communities the principal appeal to the home by the 
school has been when serious behavior problems arose. In the lat- 
ter situation the teacher should try to avoid such an appeal. If 
such contacts can be made casually, or if the nature of the diffi- 
culty is such as to go beyond the confines of the school, then 
parental cooperation may be invoked. 

6. Corporal ptmishment . Corporal punishment has been dis- 
cussed at some length in relation to the use of painful correctives. 
As a disciplinary device in high school, authorities generally agree 
it cannot be used. Its use is justifiable, if ever, only in a backward 
community where rough-and-ready tactics are the fashion of the 
community. As quickly as possible a tranistion should be made to 
other more pedagogically sound procedures. 

7. Apology . Because it is so frequently used, it seems well to 
give some attention to this device. An apology carries with it an 
assumption of inward recognition of wrong done and m unmixed 
desire to atone in the best way possible for the injury done another. 
Most apologies are to some members of the school staff. Generally 
they are forced. Compulsory expression of regret violates the spirit 
of disciplinary procedure. Most teachers recall lip-service apologies 
made because the part of valor dictated — not a transformed spirit. 
Pringle says, 11 in this connection: 

It is difficult to understand why anyone should think that the mere 
assertion of authority strengthens authority. If an offense is of such a 
character that an apology is the natural form of atonement and the 
apology is not forthcoming, then surely it is someone s duty to bring 
the offending pupil into an apologizing frame of mind, so that he will 

» Pringle, R. W„ op. dt., p. 307. 
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seek an opportunity to apologize. If this cannot be done, then the 
trouble must be settled in some other way. To force an apology is 
to misuse authority. 

5. How Secure Indirect Meant of Control? 

The ideal school would find discipline confined to indirect 
methods of control. Since the ideal is seldom found, much atten- 
tion has been given to the practical exigencies of ordinary class- 
room situations. Inasmuch as the thesis of this book envisages all 
that modem discipline embraces, only incidental attention will be 
given in the chapter to indirect modes of control. Curriculum class- 
room management, teaching techniques, and methods are the keys 
to this form of control. The teacher should think of them as essen- 
tially a part of the problem of this chapter, and as partial answers 
to die question of how good discipline can be achieved. These 
“keys’* have been adequately discussed in other sections of this 
book. 

The teacher factor 

The teacher becomes pivotal in any consideration of school 
discipline. A good teacher with dynamic personality and winning 
appeal can have a nearly ideal classroom situation, regardless of 
other factors that might prove valuable supplementary aids. A 
teacher lacking forcefylness — irritable and negative in manner — 
will probably have an unwholesome classroom condition, regard- 
less of the physical environment, the perfection of routine organiza- 
tion, or the use of correct teaching techniques and method. Those 
traits of the good teacher that should be emulated were consid- 
ered in some detail in Chapter 2. The teacher is but given em- 
phasis here as the possible key to indirect disciplinary control. 

Management factors 

This chapter is but a segment of the larger treatment of class 
management to which Part V is devoted. As often pointfd out in 
this section, every phase of management bears directly on the prob- 
lem of discipline by indirect control. The teacher will learn very 
early die value of a smooth-running machine to obviate overt be- 
havior. With a well-organized, smoothly operating school routine, 
and physical conditions made most agreeable, aU geared In with a 



Achieving Discipline 505 

modem functional curriculum, the way has been paved for die re- 
moval of those elements most likely to give rise to rlpwoom fric- 
tion and undesirable conduct 

Teaching technique factors 

The problems of motivation and natural procedures that facilitate 
learning are part and parcel of teaching techniques and methods. 
It has been long recognized that human beings do eagerly and 
with complete concentration those things that interest them most. 
Youth, to a greater degree than adult, will do with utter abandon 
that which challenges their interest. It is the province of teaching 
techniques and methods to arouse those vital interests and utilize 
the natural modes of learning, to the end that students will work 
happily and contentedly within the school at appropriate educa- 
tional tasks. When this has been achieved in fullest measure, the 
ideal of modern discipline will be well on the way toward accom- 
plishment. For this purpose, special attention should be given 
Parts II and ill. 

It is well for the teacher to remember that none of the three 
factors of indirect control thus far discussed stand alone. Thev are 
closely interrelated. The fullest realization of ideal discipline can 
be attained only when the 'three are operative at their best. 

Extra-curricular activities 

"All work and no play makes Jack a dull bov.” It also makes Jack 
susceptible to irritation, quarrelsomeness, and restless dissatisfac- 
tion. Even with the most satisfactory schoolroom conditions, stu- 
dents need a more direct outlet for their social tendencies. Extra- 
curricular activities, erroneously so-called, have found a definite 
place in modem secondary education to meet the needs of social 
outlets for students. Students wish forms of activity that provide 
more freedom for individual and group expression than normal 
classroom procedures provide. The original purpose and educa- 
tional significance of extra-curricular activities has been well given 
in the words of one writer, "Social pleasure was their aim, and 
social training was the result.” This statement also explains why 
educational leaders were so slow to recognize the values of extra- 
curricular activities. Today, progressive educators consider them 
an integral part of any adequate program to realize the objectives 
of modem education. Recreation and social expression are as much 
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a part of education as any of the older traditional content subjects 
of the curriculum. Indeed, many of these activities have more fun- 
damental worth for education than some of the time-honored sub- 
jects hoary with age. They provide for a classroom situation the 
needed supplement that gives a sense of completeness and normal- 
ity to the school environment, closely akin to the normal life situa- 
tion outside the school. Properly guided, the disciplinary values of 
extra-curricular activities are at once apparent. 

The teacher should become fully informed of the philosophy and 
psychology of modem extra-curricular activities. The forms of 
organization, and the types of activities through which wholesome 
social expression may take place, are fully treated in the recent 
literature on the subject. Probably no phase of education has re- 
ceived more attention by educational writers in the past half 
dozen years. A glance at the bookshelf before the writer, as these 
lines are written, reveals a personal collection of over thirty titles 
on extra-curricular activities, and the collection makes no pretense 
at completeness. 

Student participation in school government 

No innovation of educational theory has suffered a more troubled 
history than that of “student self-government.” Based upon the idea 
that the school should represent a pattern of adult democratic 
society, it has had for its objective the training of youth in respon- 
sible self-government along the lines of contemporary adult society. 
It found its apparent validation in the modem conception of edu- 
cation, and in the definition of discipline given earlier in this 
chapter as “the preparation of boys and girls for life in a democratic 
society.” Further, the psychological principle that we “learn by 
doing,” and the equally sound psychological fact that habits of 
correct social reaction are the basis for desirable traits of adult 
citizenship have led educational thinkers to hail the idea of student 
self-government as educationally sound. Experience, too, has not 
given confidence in the adequacy of older educational procedures 
to meet the needs of society in governmental relations. , 

Many experimenters have tried complete student self-govern- 
ment. It has not proved universally successful. Indeed, Its patent 
failure in such a large proportion of the schools where it'has been 
tried has produced open skepticism in many quarters concerning 
the practicality of the idea. The danger is that die fundamental 
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soundness of the educational theory of student participation in gov- 
ernment may be lost in the natural reaction to the failure of stu- 
dent government in practical tests. As in the case of all innovations, 
enthusiasts rush in to experiment without mature consideration of 
all the implications the new theory involves. 

It is not the province of this discussion to consider extensively 
the reason for any failures of student self-government. It is suffi- 
cient only to call attention to the obvious failure of the old educa- 
tional methodology to secure intelligent functional adult citizenship, 
and to the educationally sound basis for student participation in 
school government. The difficulty with student self-government, 
so it appears, has been the failure to recognize the limitations of 
adolescent immaturity in self-government, and to make the idea 
of self-government the “fashion” of popular opinion in the school. 
The fact that popular adult public opinion, in its superficiality, has 
frowned upon those aspects of self-government that are most es- 
sential to success, has effectively prejudiced the student against any 
attempt at a proper exercise of civic functions. This obstacle must 
be removed before student participation in school government can, 
in any measurable degree, hope to succeed. It is questionable 
whether full self-government is possible even under ideal condi- 
tions. However, the teacher who can get a large measure of respon- 
sibility for social control freely accepted and executed by the stu- 
dents will fulfill the larger objectives of discipline and education. 
As Pringle 12 and many educational writers maintain, pupil partici - 
jwtion in school government , rather than the older idea of student 
self-government, is the practical method through which indirect 
control is to be fostered and disciplinary purposes achieved. 

6. What Limitations Are Placed upon Disciplinary 
Procedures? 

Legal limitations — states 

An editorial from a daily paper is of interest at this point: 

A Minnesota jury the other day imposed a fine of $750 on a school 

superintendent for spanking a boy who had put a tack in the seat of 

12 For excellent discussion of the place of student participation in school 
government in educational theory and practice, .vith practical suggestions for 
the establishment of cooperative school government between pupils and fac- 
ulty, see Pringle, H. W., The Piycholow of Mzh School Discipline . chapter 
on "Pupil Participation. 6 * * 9 * Boston: D. C. Heath and Company, 19*U. 
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die little girl In front of him; and whether the ordinary citizen agrees 
that die fine was deserved or not, he will at least read of the incident 
with a good deal of interest For it indicates that if one old American 
custom is slipping, another one, equally venerable, is still thriving. 

In the old days no jury would have dreamed of fining a school 
master for flogging a juvenile culprit. In that respect American 
schools have changed tremendously. 

As the editorial suggests, a distinct change has come over the 
social thought of the American public. It reflects a definite reac- 
tion against the cruelty and severity of older disciplinary practice. 
As in die case of Minnesota, many states have laws that prohibit 
absolutely, or under strict limitations, forms of corporal punish- 
ment; others have restricted the use of physical correctives, particu- 
larly the severity of the punishment. In some states, for example, 
physical punishment may be legally used so long as an abrasure of 
the skin does not result. Some states permit corporal punishment 
with the one condition that the teacher or school official who inflicts 
it have the written consent of the parent or guardian; otherwise the 
parent may prosecute the teacher or school official who acted with- 
out his consent. 

Administrative limitations . * 

These limitations emanate from two sources; those that arise from 
die policies of boards of education, and those that reflect the atti- 
tudes of the school administration itself, either the judgment of the 
superintendent or of the principal. 

Some boards of education deny the school staff the right of 
corporal punishment of any kind. Others permit physical correc- 
tion for certain causes, and under definite restrictions. A frequent 
limitation imposed, where physical punishments are permitted, is 
that at least one witness be present This is a sensible safeguard to 
the one administering the punishment, whether required by law, 
school-board rule, or not. Boards of Education, too, normally frown 
upon such drastic action as suspension or expulsion. 

On these same questions of disciplinary procedures school ad- 
ministrators generally have very definite convictions, while the 
legal limitations of states and the semi-legal restrictions of boards 
of education usually concern only the more drastic of di$cip)inary 
devices, the school administration may have policies that affect 
every phase of the problem. It is well for the teacher to learn just 
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what the principal or superintendent favors in disciplinary proce- 
dures, before occasion arises to use them. 

Community-parental limitations 

Teachers will find their correctional practices often effectively cir- 
cumscribed by community and parental sentiment. Teachers have 
felt virtually forced to use physical force at times, simply because 
the community attitude demanded it. Fortunately, it is more often 
true that enlightened community or parental sentiment forbids 
physical pain as a weapon of discipline. 

It is disconcerting at times for the teacher to learn that the com- 
munity may have some very definite notion of what constitutes 
good discipline. There are plenty of communities where rigid 
silence in the classroom is regarded as the symbol of the ideal 
school, and the measure of the teacher is taken by the degree of 
approximation to this ideal he is able to attain. Worse still, methods 
that do not produce this effect are sharply criticized. Newer 
methods are usually open to suspicion. When these produce a 
classroom situation other than the one which the community con- 
cedes to be ideal, the teacher need not be surprised to find his 
methods targets for attack. Teachers have sometimes found that 
the methods which they employed as indirect agencies of discipline 
are inadvisable because, as with a “socialized recitation * for ex- 
ample, they produce too much noise and unpardonable “argu- 
ing” in class. Or a teacher utilizing the supervised-study method 
has met with the criticism in a backward community that the 
“teacher just walks around the room or sits at his desk most of the 
time, and lets the students work rather than finding out what they 
know. And besides, the students walk around the room to get 
books as they please because that teacher is too lazy to have them 
hold up their hands and then to take the books they need to their 
desks” 

The wise teacher will acquaint himself with all the limitations 
that restrict free exercise of his ideas of good disciplinary proce- 
dure, direct and indirect. It is a fatal mistake, at times, to act 
without full knowledge of the true limitations under which the 
teacher works. 


7, What It the Importance of Discipline? 

The dis cussion thus far leaves but a word to be offered at this 
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point The importance of discipline is implicit in the definition 
accepted at the opening of this chapter and the discussion of disci- 
pline that follows. The practical identification of the purpose of 
education and of discipline as the same — the one approached 
through the other — raises discipline to a plane of importance not 
contemplated in the older narrower conception. This broader con- 
cept is made necessary with the acceptance of the prophylaxis 
theory of discipline. It is legitimate to say that without good disci- 
pline educational ideals cannot be achieved, and vice versa . When 
good discipline obtains, the realization of the best in educational 
purpose is in process of achievement. 


QUESTIONS AND PROBLEMS 

1. In what ways have religious presuppositions and disciplinary theory 
and practice in schools been related? 

2. What is an adequate concept of high school discipline that fits the 
needs of a democratic society? 

3. What evidence do we have for believing that most disciplinary prob- 
lems are a result of maladjustments of the student rather than of the 
deliberate intent of the student to be mean or vicious? 

4. What things in a classroom would you 'look for in order to determine 
the teacher’s disciplinary ability? 

5. What can a teacher do to maintain a discipline that will keep the 
students orderly and happy? 

6. What is the prophylaxis theory of discipline and what are its social 
implications? 

7. What are the causes of confusion that exists in the public mind about 
school discipline? 

8. Given a schoolroom situation, how would you judge the discipline 
observed? 

9. In what ways arc disciplinary problems classified and what concep- 
tion of discipline is involved in each classification? 

10. Have a panel consider this statement of an eminent writer: “The 
school, then, is not a place either for the regimentation of pupils or 
for the indulgence or coddling of their whims or fancies." 

11. What are the dangers of too much control in the classroonf? 

12. What are some physiological factors that affect the disciplinary 

problems of the classroom? * 

13. Evaluate the statement: "Serious overt behavior in the classroom is 
to be accepted in general as a reflection on the quality of teaching to 
which the students are subjected." 



Achieving Discipline 511 

14. Outline the principles governing the handling of overt acts in the 
light of modem disciplinary theory. 

15* What are some of the most effective corrective methods used in 
disciplinary cases? 

16. What teacher qualifications insure the best indirect control of dis- 
cipline? 

17. What administrative limitations are imposed on direct discipline in 
many States? 

18. How does the parental-community attitude determine disciplinary 
procedures? 

19. What theoretical relation does discipline have to education? 

20. Suppose you, as a case worker, had authority to deal with a problem 
child, who habitually played truant and learned very slowly; what 
measures would you take? Justify your procedures from the stand- 
point of the newer ideas on discipline. Smithies — Case Studies of 
Normal Adolescent Girls , or Thom — Normal Youth and Its Every- 
day Problems. 

21. The new principal of a high school, in order to assure good disci- 
pline of the student body that had the reputation of being disorderly, 
told the«‘ in assembly that he would whip any boy who dared mis- 
behave. The school became very disorderly. How do you explain 
the student reaction? What methods should the principal and 
teachers have used to establish and maintain an orderly school? 

22. What are the chief contributing causes of the failure of student self- 
government in high schools? 

23. What particular items of knowledge should one have concerning the 
pupil before one attempts to correct him for the overt act of throw- 
ing chalk at another? Substantiate your answer. 
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What Is the Teachers Function 
in Modern Education? 


1. How Important Is the Teacher? 

Essential nature of the teaching service 

Shortly after the turn of the century, one of the leaders 1 in 
education wrote as follows: 

The teacher is, by all odds, the most influential factor in high school 
education. Curriculum, organization, equipment, important as they 
are, count for little or nothing except as they are vitalized by the 
living personality of the teacher. 

Of a more challenging nature is the statement of Dr. C. H. Judd, 
which appeared in a recent issue of the Phi Delta Kappan * 

The teaching staff of any educational institution is its most essential 
item of equipment. Providing suitable teachers for American high 
schools is a task so colossal that our civilization is staggered in its 
effort to meet the demand. . . . Our ability or inability to provide 
competent teachers will determine the success or failure of the Amer- 
ican experiment of universal secondary education. 

Less startling perhaps but of equal significance is the studied 
statement of another writer: 2 

1 Brown, J. F. The American High School , p. 193. New York: The Mac- 
millan Company, 1909. „ „ t „ w • 

a Brubacker, A. R. "Plain Talks to Teachers, in Holmes, H. W., and 
Fowler, B. P., The Path of Learning, p. 451. Boston: Little, Brown and Com- 
pany, 1920. 
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Hie forward movements in human welfare become possible only 
from correct teaching. Civilization advances in accordance with the 
quality of teaching service. The influence of the great teacher extends 
through many generations, doing high service beyond die limits of his 
natural life. It transcends geographical and national boundaries. Wit- 
ness Socrates and Jesus. 

Reading such encomiums as these to the teacher brings to mind 
the familiar, sentiment that a liberal education could be had with 
Mark Hopkins seated on one end of a log and the student seated 
on the other. The centrality of the teacher in any scheme of edu- 
cation seems indisputable. The galaxy of great teachers from every 
age whose influence upon succeeding generations continues to the 
present is clearly recognized, both in and out of educational circles. 
If supporting evidence were necessary, it would be simple for any 
student reading these lines to marshal before him the names of 
great teachers of history whose teachings have influenced the course 
of human development in economic, social, political, and religious 
life and thought. 

As yet no substitute has been found for the impact of mind upon 
mind, personality upon personality. Even in advanced educational 
pursuits the graduate student recognizes that two of the chief con- 
tributions that can come to him arise from the shared point of view, 
acquaintance with the habit of thought of his professors, and, if he 
is very fortunate, the coveted intimate associations wjfh these great 
scholars. Unfortunately, the mass formations in educational pro- 
cedures in recent years have made this closer contact with the 
instructor a pri\ ilege of the graduate student, but rarely the oppor- 
tunity of the undergraduate whose immaturity makes such contacts 
the more needful. The high school has suffered as well through 
the attempt to educate en masse at minimum cost. Education 
through mere acquisition of facts and development of the power 
to reason can never adequatelv replace the more intimate associa- 
tion between student and teacher that smaller classes and less ex- 
cessive teaching loads make possible. 

The secondary student is at the formative period in his develop- 
ment. Modem pedagogy recognizes more clearly than ever that 
in the learning situation the personal influence of thej 1 teacher is 
much more significant than subject matter achievement alone. 
Attitudes toward school work are more important (pan actual 
achievement The personal reaction of the student toward the 
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teacher will have very much to do with the conditioning of »Wa 
attitudes. Most of us can, figuratively speaking, place our fingers 
upon die particular teachers whose influence conditioned our 
present likes and dislikes for certain school subjects. Furthermore 
most of us can point out the particular teacher who influenced us 
most in certain modes of thought Generally we discover upon 
analysis, that the influence of such a teacher extended far beyond 
the subject matter studied under him. 

As these lines are written, the author is quite conscious of the 
very definite influence upon his subsequent life of a teacher in the 
beginning of the junior high school period. In a real sense, without 
the stimulus of her influence thj$ book might never have been at- 
tempted by the writer. It is to her influence, back in a little rural 
school, that the author owes his intellectual awakening and com 
comitant scholastic ambitions. To be sure, these did not find full 
flower at once. Their evolution, however, is clearly traceable in 
segmental stages over the intervening years. Persons, mostly 
teachers rather than facts learned, have added touches here and 
there. Many of these are clearly recognizable to the author. The 
witness of hosts of others to similar experiences makes imperative 
the recognition of the strategic place of the teacher in education. 

2. What Should Bo the ‘Teacher's Personal Equipment? 
Teachers' philosophy 

The trend of teacher training for the past two decades has given 
thoughtful students of education cause for concern. Swept into 
the maelstrom of a materialistic emphasis upon education, we have 
had a tendency to measure educational values by such standards 
as could be applied by the yardstick of statistical formulation and 
immediate objective results. Whither we were ultimately bound 
and why, we were too impatient to inquire. Philosophy, or an 
attempt at the discovery of ultimate values or goals of a societal or 
cosmic nature, was regarded as fit for an age of luxurious con- 
templation but out of place in a world of rigorous action. As one 
educational leader remarked to a graduate student, just after World 
War I: 1 am vitally concerned that your training in technique 
should function one hundred per cent.” He was remonstrating 
against this student’s giving too much tfme to the sociological- 
philosophical aspects of education and life. The result has been a 
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generation of teachers and, unhappily, school administrators too, 
who know much about technique, buildings, and budgets, but little 
or nothing of the ultimate purpose of that knowledge. Like the dog 
at the railroad station who had eaten his tag, we have been on 
our way, but whither we were bound, or why, no one knew. 

Almost four decades ago a warning voice was raised against the 
form of specious thinking and practice of educational leaders, and 
those responsible for teacher training, that emphasized mechanics 
and depreciated the careful inquiry into the fundamental reasons 
for these mechanics. 

Professor Moore, then of Harvard, declared: 8 

Whether ones philosophy is Tiome made or academically con- 
structed, we must agree with Mr. Chesterton that the view of the 
universe which he keeps is the most practical and important thing 
about him. “We think that for a landlady considering a lodger it is 
important to know his income, but still more important to know his 
philosophy. We think that for a general about to fight an enemy, it is 
important to know the enemy’s numbers, but still more important to 
know the enemy’s philosophy. We think the question is not whether 
die theory of the cosmos affects matter, but whether in the long run 
anything else affects them.” And to us it seems that by far the most 
important thing about a teacher is the kind of philosophy of education 
which he carries about with him. flew one couples up his notions 
of education with the scheme of things seems to us to be the most 
illuininating item that can be known about him. Indeed, so thor- 
oughly do basic conceptions determine conduct that if he will tell us 
definitely and clearly what he thinks education is, we, on our part, 
will undertake to tell what methods he uses and what success attends 
his work. 

Strong words these! They fit poorly into the mood of expression 
teachers and schoolmen of this generation have listened to from 
outside the school, and often within the school as well These years, 
however, have not been without “voices crying in the wilderness.* 9 
Of similar import as those of Professor Moore’s are the words of 
Busk: 4 

There is probably no worker whose practice is more affected by 
his philosophy than the teacher’s; it consequently behooves him, as he 

• Moore, E. C. Whet is Education? pp. 13-14. Boston: Ginn aifd Company, 
1915. ' 

4 Rude, R. R. The Philosophical Basis of Education, pp. 22, $&. Boston: 
Houghton Mifflin Company, 1929. 



The Teachei's Function in Modem Education 519 

cannot avoid it, to secure as adequate a philosophy as he can com- 
mand. . . . From every angle of the educational problem comes thus 
die demand for a philosophical basis of the subject. There is no 
escape from a philosophy of life and education. Those who pride 
themselves on their neglect of philosophy, have their own philosophy 
— usually quite an inadequate one. 

Today we face a new era in educational thinking. Jhe last few 
years have brought much disillusionment. When at the close of the 
inflated period between World War I and 1929 the figurative “joy 
ride” ended, people realized with something of a jolt that they had 
enjoyed the ride but had thoughtlessly neglected to consider where 
they were going, or to set the relative value of what they were 
doing over against values that might be more enduring and. in the 
long run, more satisfying. All this has been further intensified by 
World War II. Education, too, has been brought up sharply and 
has been forced to take greater cognizance of the true values edu- 
cation should seek to achieve. While our most thoughtful educators 
have been giving serious consideration to these problems, the rank 
and file have not. Teacher-training institutions very generally, dur- 
ing this period, eliminated courses in philosophy of education and 
history of education. Even .the courses in curriculum construction 
tended to deal with the more immediate and superficial, though 
necessary, problems of the curriculum. 

There is a very definite feeling today that education must play a 
large part in the readjustment society must undergo, not only in 
the perfecting of the techniques by which this readjustment is to 
be accomplished, but also in formulating its goal. The demand is 
for teachers with a broad, deep understanding of life. 'Those who 
teach history or mathematics must see beyond historical dates and 
algebraic formulas to the goals of life and society, and be able to 
link their teaching with these ultimate values. Since life consists of 
more than raiment, so education must aid adolescents to sense 
values, both immediate and remote, societal and cosmic, in nature. 
The teacher who has not thought through these problems himself 
and accepted a fairly consistent philosophy that envisages the 
whole of life will be an inadequate guide and counselor of youth. 
He cannot be a wholly efficient teacher, no matter how thoroughly 
he knows his subject matter or how completely he is master of 
mere technique, important as both are. 
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Teacher personality 

As evidence presented from careful research to show personality 
is important for the teacher it may be pointed out that in study 
made of the relation between teaching ability and personality 
factors by use of the Wilke Personality Rating Scale, Shuey found 
a correlation, of .78.° One of the prerequisites all teacher-training 
institutions consider as the basis of a promising teacher is personal- 
ity. Most educational writers and public school officials insist per- 
sonality is one of the most important factors in the successful 
teacher’s equipment. Says Bumhftn: 8 

Psychology, education, history, culture, mental hygiene and religion 
— all put emphasis upon human personality. ... In all countries 
during all penods, personality has been, usually perhaps unconsciously, 
the potent characteristic of leaders. 

The late President Eliot of Harvard once said, “The supreme value 
of a teacher lies not in the regular performance of routine duties, 
but in his power to lead and inspire his students through the influ- 
ence of his own mental and moral personality and example.” The 
prospective teacher should take for granted the importance of per- 
sonality, and consider it seriously as* he evaluates his personal fit- 
ness and probable success in teaching. 

Immediately two questions arise — “What is this thing called 
personality?” and, “Can teacher personality be developed?” To 
the first it must be answered that few terms are more widely used 
in discussions of the individual and his problems, or more generally 
disagreed upon as to meaning. 7 Many writers prefer rather to dis- 
cuss the characteristics they believe make up personality than to 
attempt a complete definition. A common definition assumes “per- 
sonality to be the sum total of an individual’s reaction-tendencies." 
Burnham quotes, 8 with seeming approval as emphasizing an im- 
portant phase of personality, the definition of Bekhterev: "The per- 
sonality, objectively considered, is a freely active individual with 
mental uniqueness and an individual relation toward thfe external 

• Shuey, Audrey M. “The Reliability of the Wilke Personality Racing Scale,” 
Journal of Educational Psychology, 34: 273-277 (September, 1943). 

• Burnham, W. H. The Wholesome Personality, p. 123. New York: D. 

Appleton and Company, 1932. 5 

•Thorpe, L. P. Psychological Foundations of Personality, pp. 1-96 Nev 
York: McGraw-Hill Book Company, 1938 

• Burnham, W. H., op. c it., p 121 
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world." He contents himself, however, with a list of fourteen 
factors that make up human personality. These are: (1) one’s 
attention; (2) one’s emotional tendencies and reactions; (3) one’s 
psycho-physical energy or what is perhaps commonly called one’s 
will; (4) one’s moral character including one’s obedience to organ- 
ized or traditional authority; (5) one’s conscience; (6) one’s ideals 
and beliefs; (7) one’s knowledge; (8) the mental attitudes; 

(9) the religious attitudes of dependence, reverence*' and the like; 

(10) ones intelligence; (11) one’s imagination and memory, 
especially habits of noting and recall; (12) one’s sense of humor; 
(13) wisdom, including common sense and judgment; (14) the ego. 

It may be well to postpone the answer to the second question, 
“Can teacher personality be developed?” until we attempt to dis- 
cover what factors of personality are important for teachers. It is 
obvious that some factors given above are primarily die result of 
inheritance; others the product of environment. It is altogether 
probable that some personality factors especially essential for 
teachers are not important in other situations. 

Qualities of a good teacher 

For the past several years there has been increasing interest in 
the personal qualities that rrtake for teaching success. It is clearly 
recognized that the problem of wise selection of teachers for train- 
ing or employment depends upon the ability to determine what 
qualities make for teaching success. If misfits could be anticipated 
in the teacher-training institutions, much bitter disappointment, hu- 
miliation, and misdirected energy might be saved. The public 
school, too, could select with greater assurance those most likely 
to succeed. 

A few significant examples of efforts at analysis of these qualities, 
and the general conclusions that may be warranted from the 
studies, will be given. These are selected to represent slightly dif- 
ferent approaches to the solution of the problem. The first, no 
doubt, represents the most elaborate attempt at trait analysis of 
teachers. Twenty-five traits are “judged by competent critics of 
teachers to be most important,” and again ranked for relative im- 
portance by twenty-five equally competent educational leaders. 
Table 7 is adapted from Charters and Vv aples. 9 

* Charters, W. W. and Waples, Douglas. The Commonwealth Teacher- 
Training Study, p. 18. Chicago: University of Chicago Press, 1929. 
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For convenience, the additional column at the right of die table 
is added to facilitate comparison with die findings of die second 
study given as an example. 

The findings of die Barr-Emans study are not exactly comparable 
with die adapted table from Charters and Waples since the Barr* 
Emans data embrace all grades from the kindergarten through die 
senior high school, while it seemed desirable to give the Com* 
monwealth Teacher-Training Study data for the secondary school 
only. The study made by Barr-Emans 10 attempted to find, from an 
analysis of the rating devices “collected from cities of more than 
25,000 inhabitants, state departments of public instruction, and 
departments of education in universities,” those traits considered 
important for successful teachers. Such rating devices, it was as- 
sumed, should reflect the items judged by responsible educators as 
important in teacher success. The results were compared with die 
Charters-Waples Rank List of Teachers’ Traits. 

Considerable dissimilarity is evidenced in the two rankings, though 
at some points the studies show close agreement. This dissimilar- 
ity may be due to the dissimilarities in the range of school grades 
covered, yet the ranking for all grades on the Charters-Waples 
study shows a much closer agreement, with the rankings of the 
junior-senior high school sections of the study than the total rank 
averages do with the comparable total rank averages for the Barr- 
Emans study. The important consideration, for our purpose, is that 
the same traits appeared in both studies with some indication of 
broad agreement. 

The Commission 11 on Teacher Education of the American Coun- 
cil of Education in an extensive study of the qualities of the good 
teacher listed the following: (1) respect for personality; (2) com- 
munity-mindedness; (3) rational behavior; emotional surefooted- 
ness; (4) creative power, (5) skill in cooperation; (6) increasing 
knowledge, breadth and integration of scholarship; (7) skill in 
mediating knowledge; (8) friendliness with children; (9) social 
understanding and behavior; (10) effective citizenship in die 
school; (11) skill in evaluation; (12) faith in the worth of Reaching. 


14 Barr, A. S. and Emans, L. M. “What Qualities are Prerequisite to Suc- 
cess in Teaching?^ in The Nation's School *, vol. 6, No. 3, p. 62 (September, 
1930). \ 

H Adapted horn list presented in The Improvement of Teacher Education, 
Final Report, Commission on Teacher Education, p. 37. Washington, D.C.: 
American Council on Education, 1946. 
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Table 7. Comparison of the Rank List of Teachers’ Traits 
in the Commonwealth Teacher-Training Study with the 
Barr-Etnans Study 


Traits 


1. Adaptability 

2. Attractiveness, personal appearance 

3. Breadth of interest (interest in community, 

profession, pupils) • 

4. Carefulness (accuracy, definiteness, thor- 
oughness) 

6. Considerateness(appreciativenesB. courtesy, 
tact, sympathy, kindness) 

6. Co-operation (helpfulness, loyalty) 

7. Dependability (consistency) 

8. Enthusiasm (alertness, animation, inspira- 
tion) 

9. Fluency 

10. Forcefulness (courage, decisiveness, firm- 
ness, purposefulness) 

11. Good iudmsnt (discretion foresight, in- 
sight. intelligence) 

12. Health * 

13. Honesty 

14. Industry (patience, perseverance) 

15. Leadership (initiative, self-confidence) 

16. Magnetism (approachability, cheerfulness, 
optimism, sense of humor, sociability, pleas- 
ing voice) 

17. Neatness (cleanliness) • 

18. <)|>enmindedxies8 * 

19. Originality (imaginative, resourcefulness) 

20. Progressiveness (ambition) 

21. Promptness (dispntch, punctuality) 

22. Refinement (conventionality, good teste, 
modesty, morality, simplicity) 

23. Scholarship (intellectual curiosity) 

24. Self control (calmness, dignity, poise, re- 
serve) 


25. Thrift 



Pupil rating of teachers 

Another study attempted to find out what high school students 
regarded as the good qualities of teachers. Twenty-eight teachers 
in the Barberton High School, Barberton, Ohio, were ranked by 
their students, and the qualities they considered good and bad in 
teachers were listed. Thirty-five items were mentioned twenty 
times or more. These are listed 12 below in descending order of 
mention: 

(1) Good disposition, kindness, patience; (2) impartiality; (3) 
ability to explain clearly; (4) discipline; (5) knowledge of subject; 

is Light, U. L. “High School Pupils Rate Teachers” in School Review , vol. 
38, pp. 28-32 (January, 1930). 
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(6) fairness in marking; (7) sense of humor; (8) helps pupils out 
of class; (9) understands high school students; (10) blows how to 
interest pupils; (11) honest, keeps his word; (12) good judgment; 
(13) good personality; (14) school spirit; (15) clear and definite 
in assignments; (16) distinguishes important and unimportant; 
(17) will-power; (18) leadership; (19) never laughs at pupil's 
mistakes; (20) makes no use of detention rooms; (21) general 
knowledge as well as of her subject; (22) does not get off subject; 
(23) good voice; (24) knows ability of class; (25) able to give 
good advice, (26) appreciates whatever weaknesses pupils may 
possess; (27) uses good English;* (28) supervises study, allows 
study periods; (29) understands home conditions; (30) gives fre- 
quent tests; (31) practices Golden Rule; (32) ventilates room; 
(33) dresses conservatively; (34) cooperates; (35) good sport 

Another studv of interest in this connection is that which was 
made in 1947 by Witty. 13 From nearly 12,000 letters written by 
children on The Teacher Who Has Helped Me Most,” the follow- 
ing traits are listed in descending order of mention: (1) Coopera- 
tive democratic attitude; (2) kindliness and patience; (3) wide 
variety of interests; (4) good appearance and pleasing manner; 
(5) fairness and impartiality; (6) sensp of humor; (7) good dis- 
position; (8) interest in pupil’s problems, (9) flexibility; (10) use 
of recognition and praise; (11) superior teaching efficiency. 

Possibly the most significant data concerning pupil judgments 
of what qualities aro important in the good teacher are to be 
found in Hart's study of the opinions of ten thousand high school 
seniors. In this study students were asked to recall the best liked 
teacher they had ever had. This teacher was to be designated as 
“Teacher A.” The students were requested to give the reasons why 
they liked this teacher best. Then the students were asked to 
designate as “Teacher Z” the teacher “you have liked least of all," 
and to give the reasons why this teacher was not liked. Finally, 
the students were asked to designate the teacher whom they re- 
garded as the best teacher they had ever had. If such teacher was 
neither teacher “A” nor “Z” then such teacher was to t>e called 
Teacher H,” and the students were to indicate in what ways 
“Teacher H” was different from "Teacher A.” f 

An adaptation of the tables given by Hart showing the different 

** Adapted from Witty, Paul A. “Teacher Who Ha> Helped Me Moat,” 
Eleme n tary EngHth, 24: 345-354 (October, 1947). 
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qualities of these three types of teachers is given below. It is of 
great significance for the aspiring good teacher that the data reveals 
that “Teacher A” in four cases out of five enjoys the double dis- 
tinction of being both the “best liked” and the “best teacher” 14 
The author, in collaboration with a graduate student, has carried 
on an extended research to discover, if possible, significant traits of 
good secondary teachers. This study was made by comparing the 
judgments of school superintendents and principals as to those 
qualities they deemed important for teachers to possess as they 
analyzed their own teachers. These judgments were then checked 
against data from the Appointment Bureau and the University 
Registrar's office records to discover other factors of value, particu- 
larly of a predictive nature. The study, which involved data cover- 
ing several years, yielded the following teacher traits or qualities 
that appear significant. 15 


1. schola\*hip 

2. discipline 

3. teaching skill 

4. industry 

5. care of routine 

6. use of English 

7. tact 

8. adaptability 

9 sense of justice 


10. cooperation 

11. optimism 

12. school manage- 
ment 

13. promptness and 
* regularity 

14. self-control 

15. initiative and self- 
reliance 


16. attention to indi- 
vidual needs 

17. skill in motivating 
work 

18. health 

19. resourcefulness 

20. voice 

21. enthusiasm 


There is a remarkable similarity in the findings of o*l these studies 
as to the composite traits or qualities that make up the picture of 
the successful teacher. The last named list, or the trait list of 
Charters and Waples, may be accepted as indicative of the qualities 
a teacher should possess. 

Important teacher qualities affecting personality 

If a careful analysis is made of the Charters-Waples Rank List 
of Teachers' Traits, in comparison with Burnham's fourteen factors 

14 Hart, Frank W. Teachers and Teaching , p. 279. New York: The Mac- 
millan Company, 1934. _ , , _ T 

15 Unpublished Master’s thesis, University ot Oregon, 1932. Godard, S. L., 
ReUabUtty of Superintendents' and Principals 9 Estimate of Success of Their 
Teachers and the Relationship of this Teaching Success with the Teachers 
College Record* 
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Table 8. High School Seniors' Judgments of Teachers "A," *Z, m 
and “H" Ranked in Descending Order of Frequency of 
Mention * 


Reasons for Liking Rontons for I iking Teacher * ( U" Differed 

Teacher “A” Rank Teacher “Z” Rank from Teacher “A” 
Beet Least at Follows. 


ft helpful with school 
work, explains lee* 
sons ana assign- 
ments clearly and 
thoroughly, and 
usee examples m 
teaching 

Cheerful, nappy .good- 
natured, jolly, has 
a sense of humor, 
and can take a joke 
Human, friendly .com- 
panionable * one of 
us'* 

Interested in and un- 
derstands pupils 
Makes work interest- 
ing, creates a desire 
to work, makes class 
work a pleasure 
Stnet, has control of 
the class com- 
mands respect 
Impartial shows no 
favoritism, has no 
“pets ' 

Not cross, crabby, 
grouchy, nagging, or 
sarcaetio 

“'Ae learned the sub- 
ject * 

A pleasing personality 
Patient, kindly, sym- 


pathetic 

Fair in marking and 
grading, fair in giv- 
ing examinations 
and testa 

Fair and square in 
dealing with pupils, 
has good discipline 

Requires that work be 
done properl> and 
promptly , makes 
you work 

Considerate of pupils* 
feelings in the pret- 
ence of the class, 
courteous, makes 
you feet at ease 

Knows the subject and 
knows how to put it 
over 

Respects pupils' opin- 
ions, invites discus- 


eion in date 

Not superior, aloof, 
“high bat," does 
not pretend to 
know everything 


Ass i gnmen t s 

able 


Is reasonable, not too 
strict or “hard- 


boiled" 


Helpful with students’ 
personal problems, 
including matters 
outside of class work 


1 

2 

3 

4 

6 

6 

7 

8 

0 

10 

11 

12 

13 

14 


18 

16 

17 

18 
19 

206 

206 


Too cross, crabby, 
grouchy, never 
smiles, naggmg, Bar- 
est tic.loses temper, 

“flies off the han- 
dle” 1 

Not helpful with 
school work, does 
not explain lessons 
and assign menu, 
not clear, work not 
planned 2 

Partial, has “pete” 
or favored stu- 
dents, and “picks 
on certain pupils” 3 

Superior, aloof 
haughty, "snooty,” 
overbearing, does 
not know you out 
of class 4 

Mean, unreasonable, 

“bard boiled", in 
tolerant, ill-man- 
nered too BtllCt, 
makes life miser- 
able 8 

Unfair in marking 
and grading, un- 
fair in tests and 
examinations • 6 

Inconsiderate of pu- 
pils* feelings, bawls 
out pupils in the 
presence of class- 
mates, pupils are 
afraid and ill at 
• eaae and dread 


Not interested in pu- 
pils and does not 
understand them 
Unreasonable assign- 
ments and home 
work 

Too loose in disci- 
pline, no control of 
class does not 
command respect 
Does not stick to the 
subject, brings in 
too many irrele- 
vant personal mat- 
ters talks too 
much 

“We did not learn 
what we were sup- 
posed to” 

Dull, etup d, and un- 
interesting 
Too old-fashioned, 
too old to be teach- 
ing 

Not “fair and 
square” in dealing 
with pupils 
Knows the subject 
but “can’t put it 
over” 


8 

9 


20 


11 

12 

13 

14 
16 
16 


More exacting in 
standards of work, 
stricter in mark- 
ing, “we learned 


Better nt explaining 
leseons and assign- 
ments, work is bet- 
ter planned 
Knows the subject 
better and “can 
put it over** better 
Stricter, more rigid 
discipline 

Makes the work more 



More serious, more 
businesslike keeps 
oloser to the sub- 
ject, more con- 
scientious 

Lees understanding 
of pupils lees in- 
terested in pupils 
More sarcastic 
Less attractive 
More cross and crab- 
by 

More aloof 


1 


2 

3 

4 

6 

6 


8 

9 

10 

11 

12 
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Table 8 ( continued ) 


Bmbohi for liking 
Tmmkm “A” 
Beat 


Rank 


Reasons for Liking 
Teacher “Z” 
Least 


Rank Teacher "11” Differed 

from Teacher "A" Rank 
as Follows- 


Dresses attractively, 
appropriately, neat- 
ly, and in good 

taste 22 

Young 23 

Work well planned, 
knows what olass is 

to do 24 

Enthusiastically in- 
terested in teaching 25 

Gives students a fair 
chance to make up 

work 20 

Home-work assign* 
meats reasonable. . 27 

Recognises individual 
differences in ability 28 

lYank," straight from 
* the shoulder/ 1 a _ _ 

straight shooter . . . 20.5 

Personally attractive, __ „ 

good-looking 


Does not hold to 
standards, is care- 
less and slipshod 

in her work 17 

Too exaoting, too 
hard, gives no 
chance to make up 

work lg 

Does not know the 

subject 19 

Does not respect pu- 
pils' judgments or 

opinions 20 

Too changeable, in- 
consistent, unreli- 
able 21 

Lasy, not interested 

in teaching 22 

Not friendly, not 
companionable . . 23 

Shows boy or girl fa- 
voritism 24 

Dresses unattrac- 
tively or in bad 

taste 25 

Weak personality 20 

Insincere 27 

Personally unattrac- 
tive 28 

Does not recognise 
individual differ- 
ences in pupils . . 29 

Voice not pleasant . 30 


* This table is an adaptation of tfblfe found on pages Pl-132, 250-251, 278-279, in Hart, Frank 
W., Teachers and Teaching . New York: The Macmillan Company, 1934. 

that make up personality, it becomes apparent that the lists are 
very similar, particularly if Chapters II— III of Burnham are studied 
in this connection. Almost every factor of personality is included 
in Charters-Waples trait list, although some are ranked very low. 
The failure to include in the Charters-Waples trait list reference 
to "religious attitudes" or “one’s ideals and beliefs,” emphasized in 
the Burnham list, represents the principal variation in the two 
classifications. This omission of reference to religious attitudes: 
ideals, and beliefs is but natural, since the education of those whose 
judgments are used as the criteria by which to establish such traits 
has led these men to depreciate the significance of philosophy in 
teacher training, or, in the case of the younger educational leaders, 
their professional training has ignored philosophy and related sub- 
jects as a legitimate part of an educator’s professional equipment 
While the absence of a philosophy o* life and education may not 
affect the more superficial estimate of the teachers success, such a 
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lack must in a real sense seriously limit the largest usefulness of die 
teacher. It is safe to conclude that the emphasis upon personality 
in the past has not been misplaced. Indeed, die evidence from 
careful research gives it a central position in teaching success. 

Educability of successful teacher qualities 

A letter received by a colleague from a principal of a leading 
high school contained this interesting observation, “Every year that 
I spend in high school work I am more convinced that teachers are 
born, not made." This statement is closely related to die previous 
question, “Can teacher personality be developed?" The answer is, 
with qualifications, “Yes." 

The degree to which intelligence is the result of inheritance 
rather than environment will limit the educability of that trait. 
Originality, adaptability, foresight, imagination, insight, appear- 
ance, voice, health, and scholarship are qualities that are inter- 
related, and in part assumed to belong to natural endowment; all 
of these, however, are capable of development to a greater or lesser 
degree. A careful study of the Charter-Waples trait list suggests 
a basis of natural endowment necessary for teaching success. Care- 
ful researches are steadily revealing the degree to which these 
inherited capacities may be developed through training. Many of 
the traits listed are obviously susceptible to extensive education. 
Many are matters of simple habit-training, such as neatness, 
honesty, self-control, promptness, carefulness, dependability, kind- 
ness, etc. Very often the failures of teachers are due more to these 
incorrect habit-traits than to qualities incapable of or subject to 
limited development. In the study carried on under the author's 
direction, scholarship was found to be the most significant index of 
teaching success. This trait is related to general intelligence. Within 
considerable limits it is the result of individual effort, and therefore 
improvable to a marked degree. 

Health of teachers 

“I Am Stober” is the attention-arresting title to a very significant 
article on the teachers health . 16 Though written many years ago 
it is as timely today as when written. Stober was an ambitious stu- 
dent whose brilliant record made him leader of his classes fboth in 

*• Brooks, I. D. "I Am Stober” in Journal of Education, vol. 110, |>p. 351- 
352 (October, 1929). 
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the Normal College and the University. He was the college grind. 
He prided himself that he made his body the ready servant of hf« 
wilL By dint of hard work and personal sacrifice he achieved the 
degree of Doctor of Philosophy and an appointment to a professor- 
ship in a small college. Later a long-coveted oiler of a professor- 
ship in a large State University came but he was unable to accept 
it, for the toll laid upon his body during the years as student and 
teacher forced him to the hospital with a severe attack of rheuma- 
tism. Ten years later a classmate visited him in his college town 
to find him a misshapen physical wreck, suffering from “Arthritis 
Deformans” and unable to feed himself. His parting words to his 
friend were these, “You are ? teacher of teachers. This life of 
torment of mine will not be quite in vain if it can teach others one 
lesson through you. The Greeks were right,” he said thoughtfully, 
“as fundamentally right when they emphasized the development 
and perfection of their bodies and made physical training an es- 
sential part of the education of their youth as they were right in 
every other field they entered.” Stobers failure to keep a true 
perspective in regard to health is typical of the attitude of many 
teachers. 

This factor of teacher health deserves special consideration. So 
many other traits are influenced by the state of the teacher s health 
that special attention should be given to it. Further, teachers are 
notorious for their negligence of elemental laws of health, so much 
so, indeed, that cartoonists long have pictured the pedagogue as an 
emaciated, highly surcharged neurotic. 

If the factor of economic loss alone were considered, teacher 
health would loom large. One city with a population of 50,000 
spent over $6,000 in one vear for substitutes to replace dek teachers. 
Another city of 900,000 population spent $23,000 for substitutes 
because of teacher illness. The cost, of course, is not reckoned, 
alone in monetary loss. The inefficiency of ill teachers who struggle 
to remain at their tasks, and the recognized fact that most substitute 
teachers do little more than hold the class organization together 
while the regular teacher is off for a couple of days of illness, mean 
serious loss of educational opportunity for the students. 

Insurance companies consider teachers preferred risks because 
their mortality rate is not high. On th'* other hand, teachers suffer 
from certain types of diseases or disorders that could be greatly 
reduced with proper attention to hygienic rules. Studies seem to 



590 The Teachers Function hi Modem Education 

show that nervous disorders occur frequently among teachers. 
Colds, tonsillitis, and sinus troubles, stomach and other forms of 
disturbance in digestion are among the prevalent types of teacher 
illnesses. Some of the illness resulting in indigestion is directly 
traceable to the neivous difficulties that afflict teachers. 

Many causes are assigned to explain teacher illness. Disregard 
for proper exercise contributes not a little. A recent study of teacher 
illness revealed that 63 per cent of those affected took no daily 
exercise. Improper diet and irregular and hurried eating affect 
proper digestion. Another senous drain on the teacher’s health is 
the exposure to which he is submitted in the classroom. Close as- 
sociation for several hours each day with students in crowded 
classrooms makes the teacher liable to all forms of bacterial in- 
fection earned by them. Underheated, overheated, poorly venti- 
lated, and poorly lighted classrooms, soiled books, and excessive 
night work under poor room conditions continually tax the health 
safeguards of the most careful teacher. A high school principal in 
a little community, as he worked each week with the school library 
books, found himself subject to a particularly obnoxious skin 
disease — impetigo. A serious complaint of teachers in smaller 
communities is their inability to find suitable lodging accommoda- 
tions that provide proper privacy and , light and heat conditions 
necessary for cheerful and comfortable work. To overcome such 
difficulty, many smaller rural communities are providing teacher- 
ages to accommodate the teachers and enable them to live near 
the school. 

Many of the health liabilities of teachers can be overcome or 
greatly reduced. Adequate attention to proper personal health 
habits is largely within the province of the teacher. Anyone visiting 
classrooms will wonder at times how teachers can be so negligent 
of their own health as well as that of students. Superheated, and 
poorly ventilated and poorly lighted, classrooms are often the fault 
of the teacher. Health examinations ought to be required of stu- 
dents, and are in most progressive schools. The teacher, however, 
should check his own health through periodic medical examination. 
“An ounce of prevention is worth a pound of cure." Plenty of exer- 
cise, fresh air, wholesome food, sufficient sleep, the cultivated 
habit of refusal to worry, and occasional week ends away from die 
community, all of these will contribute to the teacher’s hiealth. 

No teacher can attain his maximum effectiveness when Harboring 
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poor health. A sound rugged physical organism is basic to a 
dynamic wholesome personality. Vigor and vitality bring optimism, 
enthusiasm, poise, alertness, and that contagion of spirit so essen- 
tial to good teaching. 

Academic preparation 

A broad general education is basic for the teacher in the second- 
ary school. At this point, when the youth is climbing, more than 
anywhere along the educational ladder he should be* stimulated by 
association with men and women of broad outlook and acquaint- 
ance with many fields of human knowledge. The culture of the 
ages should find interpretation .and appeal through the teacher. If 
an eagerness to know how other people lived, ihought, and wrought 
is to be the future possession of the adult, it must find its genesis 
in these formative years of the student. The teacher who has drunk 
deeply and appreciatively of the thought life of the past, and has 
tied these experiences to the present, consciouslv and unconsciously 
will opejn wide vistas that beckon the student to explore beyond 
his little world. 

It is of even greater importance that the teacher be fully alive 
to the present As pointed out in the earlier chapters, we live in a 
unique epoch of history. £hange in everv aspect of life about us is 
so rapid that much of the past has little significance for us today, 
and less for tomorrow. The teacher has a primarv responsibility 
to have an awareness of contemporary change and to understand 
the significance of this change, at least, in its major outlines. This 
is a large order for the teacher, but without it the teacher will be 
an ineffectual guide of youth. This broad General training should 
emphasize the complexity and oneness of life, and the part that 
various fields of knowledge must play in the realization of the full- 
ness of that life. Economics does not exist for itself; literature is 
incomplete taken alone; history or science cannot alone give an 
adequate picture of normal existence. All must contribute their 
part to the understanding of life and its complete realization. A 
background in history, political science, sociology, literature, eco- 
nomics, the natural sciences and the fine arts is highly desirable. 

In addition to a broad training, the teacher must be especially a 
master of one or two fields of learninr These should be in the 
broad areas common to the high school curriculum. It is somewhat 
unfortunate that the segmentation of human knowledge has been 



532 The Teacher's Function in Modem Education 

permitted to develop as it has in the secondary school. What should 
be a period of widely generalized training has been made, in prac* 
tice, one of undue specialization. The narrowing process has been 
aided and abetted by our institutions of higher learning with their 
emphasis upon specialization, and their demand that some of that 
specialized training be pushed down into the high school. A cor- 
rection of this practice of segmentation of knowledge at the high 
school level is slowly taking place, but special preparation in cer- 
tain broad fields will no doubt continue for some time to be a pre- 
requisite of the high school teacher. 

Preparation for extra-curricular activities 

Increasingly, schools are insisting upon teachers who can do more 
than teach in the traditional subject fields. They want student 
leadership in other forms of educational activity, miscalled extra- 
curricular. The ability to direct recreational activities, coach 
dramatics and class plays, conduct glee clubs and orchestras, lead 
boys’ and girls* scouting. Nature Studv clubs, hiking clubs, camera 
clubs, book losers’ clubs, science clubs, etc., has become a very 
important requirement and often is the determining factor in 
teacher employment. Slowly these activities are being coordinated 
with the regular school curriculum. t Activity periods are part of 
the regular dailv schedules of many schools An extensive library 
on extra-curricular activities is rapidly developing. The prospective 
teacher will do well, therefore, to prepare for this form of school 
activ ity as well as for the more formal subject matter fields. 

Professional preparation 

Most states require a specified number of hours m professional 
courses in Education before a teacher will be given a ceitificate to 
teach in the secondary school. Courses in Educational Psychology, 
based upon a course in General Psychology, Principles of Second- 
arv Education, Methods of Teaching, and Supervised Teaching are 
among those usually specified in the fifteen to twenty semester 
hours required. The teacher who looks upon teaching as a profes- 
sion rather than a stopgap to something else will do well td consider 
a more thorough preparation than the minimum course* provide. 
Man's mental and emotional adjustment to the cosmic Aspects of 
his existence are even more fundamental than his immediate prac- 
tical adjustments to his economic-social environment Adolescence 
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Is vitally concerned, and, where it is not, should be led to be con- 
cerned with these larger problems that provide the true satisfac- 
tions and poise in life. Closely related to philosophy should be a 
good course in the history of education. Our educational practice 
is the result of many forces that the teacher should understand if 
he would deal intelligently with the present. 

Earlier in the chapter attention was called to the lack of philo- 
sophical perspective with which the ordinary teaches approaches 
his task. Here may be re-emphasized the need for a good course 
in the Philosophy of Education, built upon a course or two in 
general philosophy from the philosophy department. It cannot be 
too strongly urged that the funttion of secondary education de- 
mands the type of educational direction which only that teacher 
can give who is prepared to speak intelligently on the deeper 
meaning of life and the purpose of education in relation to those 
values men hold to have abiding worth. 

Many training schools provide courses in Genetic and Adolescent 
Psycholog) their professional curriculums. To these might well 
be added a course in Social Psychology. A course in Educational 
Tests and Measurements is almost a necessity for the efficient 
teacher. Inasmuch as the teacher is now expected to make many 
public appearances, a special course in Public Speaking, designed to 
insure clear and forceful address, with some knowledge of the prin- 
ciples of speechmaking, would be of material assistance in public 
relations. 

No doubt the reader of these pages will protest that much more 
is required than is possible of fulfillment. This preparation cannot 
be secured in four years of attendance at college or university. A 
definite trend toward a minimum of five years beyond high school 
is now in evidence. Some states, such as California and Washing- 
ton, have moved to that standard. The time must come when prep- 
aration comparable to that for the professions of law. medicine, and 
the ministry are accepted for education. Wide reading and varied 
experience through rich experiential living must supplement the 
formal classroom work if the best possible preparation is to be made. 

3. Hew Develop School Relationships? 
Student-school relationships 

Precept and example are two words the teacher should constantly 
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bear in mind. Example is often much more potent than any item 
of equipment the teacher possesses — certainly more important 
than anything he may say. In the mind of the student die teacher 
is the embodiment of the ideas and ideals expressed. Dignity, poise, 
and self-assurance without a suggestion of egotism are important 
personality traits, both in and out of the classroom. Dignity and 
poise, without frigidness and an air of undue personal importance, 
are achievements not easily attained. There is but a narrow margin 
between dignity and coldness, yet many teachers carry, with ap- 
parent ease, an atmosphere of easy approachableness and at the 
same time just as definitely a “thus far and no farther" manner. A 
teacher who refuses to get excited, acts calmly and judiciously in 
trying situations, dresses neatly and appropriately, plays no favor- 
ites, and is clean in personal habits will tend to establish these 
modes of reaction on the part of the students, and at the same time 
keep their respect for himself and for his position. 

The attitude of the teacher should always be that of friendly 
cooperation and sympathetic understanding. A readiness to go out 
of one’s way to help a student is seldom abused as a student 
privilege. The teacher whose genuine interest in the student has 
been demonstrated will find that interest repaid in student loyalty 
and esteem. When such confidence Ijaa been reposed in the teacher, 
a chance for real help to the student is afforded. Adolescence gives 
all or nothing. Its loyalties are not likely to be halfhearted. The 
teacher whose interest is genuine can do much to mold the patterns 
of student thought both in the classroom and out. Confidences are 
readily given to those whose genuineness is accepted. Those who 
enjoy this coveted relationship know what influence is theirs, so do 
most observant parents. Teachers should learn to respect as invio- 
late confidences so given. 

Many teachers have found the way to student confidence most 
quickly readied through wholehearted interest and assistance in 
extra-curricular activities. Every teacher should consider this one 
of the major responsibilities and opportunites ho must assume in 
die school. Shortsighted, un professionally minded teachers often 
take the attitude that they are hired to teach. Only ! recently a 
superintendent was recounting to the author die reasons for the 
failure of a brilliant young man as teacher in his school. An ex- 
ample of a remark to students, which revealed an unfortunate atti- 
tude, was recalled. A student in the presence of others asked the 
teacher about certain events not immediately connected with his 
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work but which an alert teacher would have known about The 
reply, indifferently given, was; “I don’t know. 1 am only hired to 
teach here.” Superintendents frequently complain that some 
teachers seem to feel their obligations completed when die formal 
classroom work is complete for the day. Successful teachers know 
their school obligations are not so easily discharged. It is becom- 
ing increasingly difficult to decide just where school work ends. 
The extra-curricular activities, the newer ideas of student counsel- 
ing, etc., extend the work of the school far beyond the classroom. 


Staff relationships 

The test of a teacher often cofnes in his relationship to the rest 
of the staff, rather than in die classroom. Teaching is a cooperative 
enterprise. It requires the cooperative effort of every teacher with 
every other teacher and with the administrative leadership of the 
school if die school is to succeed. The work of the school is closely 
interrelated. The curriculum should represent the careful coordina- 
tion of every part. The teachers must necessarily work together if 
this unity is to be assured. Some teachers tend to regard their own 
area as the most important and become jealous of any encroach- 
ment on their field or time. Some are extreme individualists, and 
find it difficult to work with pther members of their own depart- 
ments or on committees with other teachers. The same spirit of 
ready cooperation and helpfulness shown toward the students 
should prevail among teachers. 

The principal and the superintendent should be looked upon as 
friends. They have slightly different functions to perform, but all 
are working toward the same purpose. The attitude of the teacher 
should be complete loyalty to the leader of the school and school 
policies, once these are adopted. The fact that we do not all see 
alike should not prevent every teacher from giving wholehearted 
cooperation in the furtherance of any program designed to better 
the school. More and more teachers are having a substantial voice 
in the formulation of policies that directly affect them. More and 
more the concept of democracy in school administration is reducing 
the sharp cleavage that traditionally has separated administrator 
and teacher. They work together to detennine large areas of 
school policy. As the cooperative nati. - of die school taskbe- 
comes more fully accepted, more democracy m the school will be in 
evidence, and more cooperation actually necessitated. 

While elaborate treatises are available on professional ethics for 
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teachers, with which every teacher should become familiar, a few 
items deserve special mention. Some of these appear so self-evident 
that their mention would seem unnecessary if their violation were 
not so frequent. 

First , the teacher should give full loyalty to the administration 
and to fellow teachers, and wherever it is possible for him to give 
assistance he should do so freely, when to do so does not require 
an unjustifiable sacrifice of his first responsibility. Such an attitude 
is of the essence of cooperation. 

Second, the policies of the school should be defended when nec- 
essary, or the teacher should at least tactfully refrain from comment 
if those policies cannot be fully endorsed. It is well to remember 
that ultimately the administration is responsible to the school board, 
and behind them to the community for school policies. Presumably 
the school board is cognizant of these policies and has approved 
them. If they are unwise, be content that the fact will come to light 
quickly enough. 

Third, the teacher should expect sympathetic, constructive super- 
vision from his superiors; and the superior should consider it an 
obligation of his office to assist the teacher in every possible way 
to become a better teacher. 

Fourth, teachers should not gossip about fellow teachers or crit- 
icize them unfairly to other teachers, to students, or to outsiders. 
Particularly is it a breach of fair play to criticize one's' predecessor. 
The writer remembers an incident where a highly respected teacher 
was criticized by a successor. The criticism almost cost the critic 
her position. Her efficiency was greatly impaired. 

Fifth, teachers should sedulously refrain from talking disparag- 
ingly about one student to another. Whatever the faults of the 
student, the chances are that he is sensitive to the teacher’s good 
opinion. Furthermore, if the student to whom the teacher gossips 
possesses a keen sense of justice, he will lose his respect for the 
teacher. 


4. How Moot the Social Problems of the Teachef? 

* 

Social conduct < 

No phase of the teacher's professional life is likely to prove more 
important to his success than that of social conduct It Is difficult 
for students who have spent four or more years in a college or 
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university to adjust quickly to the different social customs of 
another community. Four years at the seat of teacher training 
often gives students an exaggerated notion of personal freedom in 
the ordinary modes of social convention. Those four years at best 
have been in a semi-artificial, unnatural environment. As likely as 
not the student is suddenly transplanted to a small, rather isolated 
community, where possibly the dominant group in the community 
is ultra-conservative in social thought and practice. In this type of 
community everybody's business is nobody's business, and the 
teacher's conduct is subjected to the most rigid scrutiny. Youth, 
impatient of what it regards as unreasonable backwardness and 
intolerance, may disregard community mores and soon is in serious 
trouble. Such difficulty is likely to arise out of a failure to sense 
the situation and the mistaken assumption that the same freedom 
enjoyed at the training school obtains in the new community. It is 
a wise teacher, indeed, who finds out what responsible elements in 
the community think about such relatively innocent pleasures as 
dancing and card playing before indulging in them. 

Often the teacher finds himself in a very hard situation in an 
isolated community where the chief forms of amusement are for- 
bidden fruit to teachers. People, too, are often most inconsistent. 
After a lecture at a teachers'. institute some years ago, where some 
of these problems had been discussed, a young woman came to the 
platform and submitted to the writer this situation with the query: 
“What would you do?" The circumstances in which the young 
woman found herself were these. She was teaching in a little rural 
school some miles from a small town of less than 100 inhabitants. 
The chief social event for the countryside was the Saturday eve- 
ning dance at the little town. Regularly, she said, the man and wife 
with whom she lived went to this dance Saturday evenings and left 
her alone at home. She said, “I know they would think it terrible 
if I so much as suggested that I would like to go along. The incon- 
sistency and injustice of it outrages me." One must sympathize 
with a teacher in these circumstances. What should one say to 
her? Similar situations constantlv arise. The community expects 
the teacher to observe a standard of conduct it refuses itself to ob- 
serve. Many a school patron saturated with the unmistakable odor 
of tobacco becomes vociferous when ht discovers that the teacher 
uses it even discreetly. 

There can be no question but that the teacher is quite universally 
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required to observe a high standard of personal conduct If he can 
forget his irritation at the double standard set for teacher and 
school patron and ask the reason for this state of affairs, he may 
discover a very soothing answer. Is it not true that people demand 
exceptional standards of those they regard highly, and are quite 
indifferent to the actions of those they hold of no importance? The 
minister has always been held to a rigid standard of conduct by the 
community, because for the community he symbolizes their high 
regard for religion and for the sanctity of his office. By most 
parents the teacher is looked upon as the symbol of the ideals they 
wish their children to embody. Next to the clergy, and, for many, 
on a par with them, the teacher stands as the symbol of the ideals 
that the parents desire their children to embrace. The parent, there- 
fore, insists that while he may not measure up to the standards he 
desires for his children, the teacher must. Most parents are wise 
enough to know the influence the teacher will wield over their 
children. 

Social pitfalls 

In almost twenty years of intimate contact as director of college 
and university placement bureaus, it is no exaggeration to say that 
over 50 per cent of teacher failures fiqd*their direct cause in social 
maladjustment in the community. A few, too many in any case, of 
these social difficulties involve serious moral delinquencies, but by 
far the major portion # arise from differences in social conventions 
subscribed to by the teacher and by the community. An especial 
difficulty with young women is their failure to choose wisely the 
friendship of young men in the community where thev teach. Time 
and time again the writer has been confronted with a positive 
demand that assurances be given that a voung woman under con- 
sideration as a teacher “is the kind that will not keep company with 
high school boys, or go out with young men of doubtful community 
standing.” A tendency to forget the dignity of the position and 
descend to the level of the students in an effort to win them, to 
become a party to a clique, to develop a “crush” on a hi^h school 
student of the same sex or to permit a student to form sufh an at- 
tachment — a particular fault with women teachers in their rela- 
tions with high school girls — these are the most common social 
pitfalls for the high school teacher. 

While the seriousness of the problem must be recognized, sym* 
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pathy rather t h a n censure belongs to most of those caught in the 
meshes of social difficulties. Young people, single women mostly, 
are sent out into isolated communities with little opportunity for 
the social contacts en]oyed at college, with limited means of travel, 
and bound by social conventions not applied to men teachers that 
isolate her still more. Is it surprising that some cautions are disre- 
garded in an effort to escape the crushing effects of sheer lone- 
liness? Just recently two young women of unusually fine character, 
ability, and personal charm confided to the author that the social 
life in their school community was intolerable. The only eligible 
young man the community afforded was one whom, the teachers 
remarked, they would not havd looked at in the University. The 
community and the profession cannot for always refuse to face this 
problem. In the meantime the price of teaching success places 
inexorable demands upon the aspiring teacher. To be forewarned 
is to be forearmed. When the young teacher is in doubt about com- 
munity attitudes, it is a safe policy for him to consult level-headed 
members or the school board or responsible members of the com- 
munity whose judgment he has discovered is respected by all. 

Community residence 

In these days of greater facility for travel, with good roads, auto- 
mobiles, and bus service in addition to railroads, it is possible for 
teachers to li\e in larger social centers and travel to and from 
school each day or spend the week end outside the community. For 
most schools such practice presents a problem. Many communities 
desire to have the teacher participate in the social life. There are 
communities where the teaching staff constitutes no small part of 
the social life of the community during the nine or ten months of 
the year that the schools are in session. To have ten or a dozen 
college and university trained young people in a small community 
adds in no small measure to the tone of the social life. 

Further, many of the social or extra-curricular activities of the 
school take place in the evening. It is highly desirable that the 
community have the benefit of trained leadership for its young 
people. Some schools have gone so far as to frame contracts that 
carry clauses stipulating residence in the community as a basis of 
employment. Moreover, one cannot ei.< »rely forget the pressure of 
certain materially minded members to insure the expenditure of 
salaries, as far as possible, within the community. 
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On the other hand, many districts do not provide adequate 
housing accommodations for teachers. Such a community this year 
is employing teachers with the definite arrangement that they live 
in the near-by city and travel back and forth by automobile, since 
there is no satisfactory rooming or housing accommodation avail- 
able in this small place. There is much to be said for the efficiency 
of the teacher who is able to secure pleasant and convenient lodg- 
ings in the n^ar-by city, and enjoy wholesome social life and the 
intellectual stimulation that larger places afford through lectures, 
music, libraries, etc. The school and the teacher both have their 
rights, and where these seem to conflict they should be satisfactorily 
adjusted at the time of contract. • 

5. What Are the Teacher's Civic Responsibilities? 
Leadership within the community 

The eternal problem of the teacher is to determine to what ex- 
tent he is obligated by his position to give unstinted leadership to 
the community itself. Here again the teacher must have recourse to 
his philosophy of education and his concept of the function of the 
secondary school within the social milieu. If education involves 
preparation in part for a society that ought to be, as well as for a 
society that is, the psychology of learning would suggest that our 
educational endeavor will be seriously handicapped if the environ- 
ment in which the youth must live eighteen hours of the day differs 
radicallv from the societal level maintained by the school. Many 
teachers are fully aware of the difficulty of teaching one thing in 
the school and discovering the commqpity practice to be quite the 
contrary. The reconstruction function is just as important as the 
adaptive function in education. The province of education is rap- 
idly being accepted as embracing the totality of the individual’s 
present life. If the social environment is not conducive to the 
fruition of those ideals, attitudes, and behavior-patterns the school 
is endeavoring to develop, then the obligation of the school tran- 
scends the limits of its four walls. It must concern itself with the 
community. 

The teacher should keep this broad picture of the function of 
the school clearly in mind as he approaches the problem of im- 
mediate community responsibility as teacher and citizen. THe lodge, 
the grange, the service clubs, and the churches are the chief agen- 
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cies that look to the teacher for participation and leadership. They 
have a right to the teacher s help, and the teacher owes such lead- 
ership as he can give. First responsibility, of course, belongs to the 
school. The question the teacher must ask is: “Where am I best 
fitted to serve, and what leadership will be most productive of re- 
sults?* A graduate student, while principal in a certain community, 
had become Master of the Grange there. This agricultural com- 
munity felt the force of his personality and leadership through this 
active service as in no other community effort he could have given. 
Some doubt the wisdom of too close identification with church 
activities because of sectarian rivalries, and because the teacher 
should have Sunday, at least, *free from teaching activities similar 
to those of the schoolroom. Many factors must be considered be- 
fore an answer can be given. 

The teacher may well survey the influential agen ies in the com- 
munity early in his period of residence, and select the ones in which 
he feels sympathetic interest, and can render most effective service. 
It is better to do a few things well than to attempt many and 
neglect both the activities and the school. 

It is well to remember, also, that while the teacher is thus an 
influence on the life of the community, there are reciprocal benefits. 
Such contacts enrich the kf<j of the teacher and lessen the tendency 
to narrowness in outlook, or to the development of unsocial traits 
— a serious danger in teaching. Further, these contacts with the 
environment of the student will 'enable the teacher to understand 
many school problems otherwise baffling. Contact with parents 
leads to a wholesome appreciation of individual indents, their 
modes of thought, possibilities, and reasons for beh >Mor-pattems 
observed. Teachers should not forget the opportunities for paren- 
tal cooperation in the school which these associations provide as 
incidental values. • 

Political activities 

In the July, 1933, National Education Association convention 
held in Chicago, President Walter Dill Scott of Northwestern Uni- 
versity challenged the teaching profession to drop its former atti- 
tude of aloofness from the political-economic affairs of the country, 
up to the present dominated by banke and politicians, and assume 
leadership in these fields He was ably seconded by other speakers 
at the convention. 
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If the point of view of this book is accepted as fundamentally 
sound, no other alternative remains. Possibly at no time in recent 
history has this country been more in the mood to accept leader- 
ship from the educational profession than now. The high esteem in 
which the industrial and banking interests of the country have been 
held for years has been irretrievably lost in the aftermath of die 
great disillusionment suffered with the recent financial reverses in 
this country, and the subsequent exposure of questionable practices 
in high places. As oracles of economic-social wisdom the bankers 
and great princes of industry have been found very commonplace. 
The politicians have succeeded in plunging the world into fur- 
ther chaos, so that their leadership is far below par in public 
esteem. The recent tendency of governmental agencies to seek 
the advice of trained educational leaders in economics, political 
science, and other social sciences suggests a readiness to consult 
trained minds rather than resort to political expediency, as has 
been too often done in the past. 

Just recently a state university abrogated a rule of many years’ 
standing that denied its professors the right of active participation 
in political affairs. Many notable leaders in civic affairs have been 
identified with educational institutions. The record of intelligent, 
clean, civic leadership which these educators have given bodes well 
for further assumption of leadership in this direction. 

A word of caution needs to be given the young teacher full of 
enthusiasm to reform the world. The first thing the teacher needs 
to consider well is that 'the world does not want to be reformed. 
It will accept reform only under protest. Participation then in 
political activities may not win the undivided approval of die 
community. Such participation means definite aggressive opposi- 
tion to significant groups within the community. Until the com- 
munity has been educated to teacher activity in civic-political 
affairs, care must be exercised, or the reaction may be detrimental 
to the school itself. 

PoliHcal-economic-social theory in the classroom 

With the new day in education must come a more intimate con- 
nection between the discussion of political-economic-social theories 
In the classroom and their practice outside. Instead of the purging 
of all textbooks of references to politico-socio-economic theories not 
in harmony with the views of certain portions of the community, 
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as is now frequently tried by pseudo-patriotic groups, the students 
must face the worth of these theories. If municipal ownership or 
state ownership of utilities cannot be considered on its merits by 
the class with all the facts before it, the school becomes restricted 
to banal generalities, and its value to society as a tr ainin g agency 
for intelligent citizenship is questionable. On the other hand the 
school cannot permit itself to become indiscriminately propagandist. 
Its function should be to present all the facts and to permit im- 
partial evaluation. When but one conclusion is possible, it should 
be possible to state that conclusion. Where room for differences of 
opinion is present, these should be recognized; and the teacher 
should sedulously refrain from influencing student judgment. The 
right of the teacher, as a citizen <and leader, to advocate ideas of 
civic import must be stoutly defended. As a teacher in the school- 
room he is an impersonal leader of the students in the fearless 
search for truth; a propagandist for a controversial theory he may 
not be. 


QUESTIONS AND PROBLEMS 

1. In what way does a teacher’s philosophy of life play an important 
part in his success as a molder of character? 

2. Is the mastery of subject matter sufficient to assure good teaching? 
Substantiate your answer. 

3. What are the individual factors that make up human personality? 

4. Is there a high degree of relationship between the teacher traits 
considered desirable by high school students and those listed by 
educators? What relationship is there between scholarship and later 
teaching success? 

5. To what extent can a good teacher personality be developed? What 
are the natural limitations? 

6. What successful teacher traits as given by students and educators 
would one expect to find (1) invariably (2) not so frequendy (3) 
and not necessarily at all in a good scholar? Give reasons for your 
answers. 

7. What precautions should a prospective teacher take in preparing 
for the profession? 

8. What place do appearance, voice, health, and general learning have 
upon teaching success? 

0. What qualifications should a teacher have to meet die general 
demands of the average community 

10. What ate the major items in a code of ethics that a successful teacher 

should observe? 
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11. What social relations must a teacher maintain and avoid in the 
average small community? Assume that you are elected to a five- 
teacher high school in a small community. List the items of social 
relations you would need to consider positively and negatively at 
least until you were well acquainted with the social conventions 
and mores of the community. 

12. What reasons may be advanced for and against the demand that a 
teacher live in the community in which he teaches? 

13. How far should a teacher’s civic responsibilities extend for his own 
and the community’s good? 

14. What should the teacher s position in the schoolroom on political 
and community questions be? 

15. According to your experience as a student or a teacher in the average 
small community, what specific inhibitions in the life of the teacher 
markedly restrict her development? What specific measures might 
be used to overcome these difficulties? 
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Ability* special as category of educational 
aims, 49; relation of successful study to, 
177; measurement of, 943, 244 
Academy, development and decline of, 

4-6 

Achievement, measurement of, 244; test- 
ing by use of questions, S28, 328 
Activities, development of course around, 
6v discipline and extra-curricular, 505, 
506; preparation of teacher for extra- 
curricular, 532 

Activity movement, limitations of, 67 
Adams, John, The Evolution of Educational 
Theory , 236 ». 

Adaptation, function of school in teach- 
ing of, 12-14 

Administration, division of responsibili- 
ties in, 467, 468; general attitudes of, 
468, 468; restrictions on discipline, 508, 
500 

Adolescence, characteristics of, 20-22; 
variation in, 23 n. 

Adult education, through radio, 403-405 
Affective life, function of school in training 
of, 14-16 

Aims, educational 47-50; examples of, 
48, 49. See alto Curriculum 
Alberty, Harold, Reorganizing tty High 
School Curriculum, 61 n. • 
Alexander, W. M., and Saylor, J. G„ 
Secondary Education, 25 n. 
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430 n. 
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The Psychology of Development and 
Personal Adjustment, 21 n. 

Anderson, V. E., Grim, P. R., and Gruhn, 
W. T., Principles and Practices of 
Secondary Education, 243 it. 
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Apology, as penalty* 503, 504 
Application, in Herbartian steps, 117, 118 
Appreciation, teaching of, 204-238; nature 
of, 218-221; and values, 213-215; rela- 
tion of emotion to, 215, 216; relation to 


mores, 216; types of, 216, 217; impor 
tance of education for, 219; technique 
for teaching of, 210-221; question 
used for development of, 331 
Appreciation, aesthetic, 217, 218; devel- 
opment of, 229-238; definition of, 229; 
differing standards for, 230, 231; tech- 
nique of teaching, 231-238 
Appreciation, ethical-social, 218, 219; 
development of, 221-229; elements 
involved in, 221; technique of develop- 
ing, 221-229; importance of teacher's 
personality in development of, 222, 223; 
precepts in teaching of, 223, 224; direct 
and indirect instruction for, 224-227; 
pressure in teaching of, 226; provision 
for expression of, 227-229; literature in 
teaching of, 228, 229; use of ritual in 
teaching, 229 

Art, differing standards of, 230, 231. See 
also Appreciation, aesthetic 
Arthur, T. S., influence of Ten Nights in a 
Barroom, 226 

Assignment, nature of, 296-298; defini- 
tion, 296; importance of, 296-208; 
properties of effective, 298-315; clear- 
ness and definiteness in, 300-302: 
conciseness combined with adequate 
detail, 302; anticipation of advance 
work, 303; relating new to past experi- 
ences, 303, 304; making clear importance 
of, 304, 305; arousing interest by, 305- 
308; provision for individual differ- 
ences by, 308-310; suggested motiva- 
tion by, 310; stimulation of thought by, 
311; provision of dirtrtions for study, 
311, 312; adjustment to time and op- 
portunity, 312; variety and adaptability 
of materials, 312, 313; evaluation of, 
313-315; technique of, 315-321; time of 
making, 815, 316; time devoted to, 316; 
difficulties in making, 317, 818; sug- 
gested procedure, 319, 320; types of, 
320, 321; on first day, 472 
Assimilation, in Morrisonian cycle plan, 
119 

Association of Broadcasters, How to Use 
Radio in the Classroom, 415 n. 
Atmosphere, of classroom, 438-440; 

te** her control of, 439, 440 
Atomistic theory, description of learning 
by, 61 
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Attendance^ recording of, 449, 450 
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Averill, L. A., on problem solving, 101; 
Element* of Educational Psychology, 

101 it. 

Ayres, L. P., study of school failures, 175; 
Laggard* tit (her School*, 175 n. 
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Bag ley, W. C.» on emotions in value, 215; 

The Educative Process, 215 n. 

Baldwin, W. A., “Discipline in Progres- 
sive Schools,** 485 n. 

Ball-and-field test, as problem solving, 110 
Barr, A. S., and Emans, L. M., “What 
Qualities are Prerequisite to Success in 
Teaching ? *’ 522 n.; on teacher traits, 
522,523 

Beauty, subjective nature of concept of, 
230,231 

Behavior. See Discipline 
Bekhterov, definition of personality, 520 
Bells, prompt response to, 453, 454 
Belting, P. E., study of penalties, 501, 
502; The Community and Us High 
School, 501 n. 

Betts, G. H., The Recitation, 296 n. 

Binet, intelligence testing of, 110, 123 
Biography, value in ethical-social appre- 
ciation, 228 

Bird, Charles, Effective Study Habits, 188 n. 
Blackboard, use for concrete illustration, 
379, 389-391; routine use of, 453 
Blair, A. W., and Burton, W. II., Growth 
and Development of the Preadolescent, 
36 it. 

Books, effective use of, 194-196 
Boasing, Nelson L., Principles of Secondary 
Education, 9 n., 16 it., 25 n.; Faunce, 
Roland C'., and Bossing, Developing the 
Core Curriculum, 44 n.; Bossing and 
Martin, Robert R., Youth Faces its 
Problems, 84 it. 

Boston English Classical School, estab- 
lishment of, 5 

Boy Scouts, as engendered of ethical- 
social appreciation, 227 
Brevity, value in notetaking, 191 
Briggs, Thomas H., on affective behavior, 
15; Curriculum Problems, 15 n.; on 
emotions, 206; Secondary Education , 
212 a.; on slogans, 224 
Brooks, J. D., “1 Am Stober,” 528 n. 
Brown, J. F., The American High School, 
515 n. 


Brubacker, A. R ., 44 Plain Talks to Teach- 
ers,** 515 n. 

Bryan, W. J., Cross of Gold speech, 368 
Bureau of Education, Cardinal Principles 
of Secondary Education, 9 n. 

Burnham, W. H., on teacher personality, 
520; The Wholesome Personality, 520 n. 
Burton W. H. t The Guidance of Learning 
Activities, 88 n.; Learning and Instruc- 
tion, 298 n.r Supervision and the Im- 
provement of Teaching , 444 n. * 

Butler, Frank A., The Improvement of 
Teaching in the Secondary Schools, 326 n. 

Campbell, D. S,, and Caswell, H. L., 
Curriculum Development, 63 n. 

Carr, W. G., and Waage, John, The Lesson 
Assignment, 299 n. 

Caswell, II. L., and Campbell, D. S„ 
Curriculum Development, 63 n. 
Chambers, Frank, Cycles of Taste, 230 n. 
Character training. See Appreciation, 
ethical-social 

Charters, W. W„ and TVaples, D., The 
Commonwealth Teacher-Training Study, 
297 n., 521 it.; on teacher traits, 521-523 
Charts. See Illustration, concrete 
Church, traditional relation of school to, 
475, 476 

Classrqom, visual aids in, 379; functions of 
nfdio and television in, 405-409; im- 
portance of good physical conditions, 
423, 424; teacher control of physical 
aspects of, 424; lighting, 424-430; regu- 
lation of lighting, 428-430; heating and 
ventilation. 430-432; seating, 432-435; 
good equipment for, 435-438; atmos- 
phere of, 438-440; courtesies in, 451- 
453; factors in discipline related to, 492 
Classroom procedures. See Procedure 
Coffin, J. H., on emotional characteristics 
of value, 215; on phases of appreciation, 
217; Personality in the Making, 215 
217 n. 

Cole, Luella, Psychology of Adolescence, 
23 a. 

Coll in gs, Ellsworth, Progressive Teaching 
in Secondary Schools, 124 A 
Colvin, 8. S., An Introduction to High 
School Teaching, 324 n. 

Commission for the Reorganisation of the 
Secondary School, Report of, 9, 10 
Committees, in teaching unit 86 
Community, reaction to new teacher, 459; 
teacher's familiarity with, 462-465; 
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attitude toward school, 462, 469; edu- 
cational background of, 463; social 
attitudes of, 463, 464; factions in, 464, 
465 

Comparison and abstraction, in inductive 
method, 116; in Herbartian steps, 117 
Concentration, relation to study, 179, 180 
Concrete illustration. See Illustration 
Conference, for evaluation, 266; parent- 
teacher, 274 

Contract method, relation to problem 
solving, 133 

Control, mores as means of social, 2 12, 218. 
See also Discipline 

Core curriculum, example of, 43 , 

Correction, impersonal nature of proper, 
496: pupil’s understanding of, 496. 497; 
privacy of, 497; certainty of, 497, 498; 
swiftness of, 498; pain from, 498; adjust- 
ment to offense, 498, 499; adjustment to 
offender, 499; certainty of guilt before, 
500. See also Discipline 
Counts, (r. *4 on high school population 
and curriculum, 6; The Selective Charac- 
ter of American Secondary Education , 
6 n.; on meaning of education, 10; Some 
Notes on the Foundations of Curriculum 
Making , 10 n. 

Course. Sec Curriculum, Procedure and 
Unit * 

Courtesy, in students’ questions, 339; 

routine in clawoom, 451-453 
Curriculum, organization of, 31-57; flu- 
idity of, 32; historical view of, 32; 
problematical gaps in, 32, 33; informa- 
tional content of, 32; lack of uniformity 
in, 33, 31 

Curriculum, modern, functional type of, 
34, 35; basis of, 31 37; need for flexibil- 
ity in, 35, 36; basic pattern, need for, 
SO, 37; history of, 37-43; Virginia and 
Mississippi plans, 39 43; scope of, 42; 
breakdown of organizational problems 
of, 44-56; suggested principles of, 46; 
aims of, 17 50; scope of, 50; sequence 
problem of, 51 55; pedagogical organi- 
zation of, 53 55; cooperative creation 
of, 56; teacher responsibility for, 57 
Curriculum guides, use of, 55 
Custom. See Mores 

Cycle plan, Morrison’s teaching by, 60; 
theory of teaching, 118-120 

Dale, Edgar, Evaluating Thorndike's Word 
List* 369 n . 
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Darrow, B. II., " Classroom Radio — Its 
Origin, Present Status, and Probable 
Future,” 401 n. 

De Kruif, Paul, Microbe Hunters , 
112 n. 

Deductive thinking, problem solving by, 
111-113; steps in, 113 115 

Demonstration, as concrete illustration, 
393 

Dewey, John, learnuy* theory, 65; lion 
We Think , 101 n.; on tvpes of thinking, 
103, 104; Philosophy atul Civilization, 
107 n ; reflective thinking and problem 
solving, 108-110; induction and deduc 
tion, 11 1-1 1C 

Discipline, relation of mechanized pro 
cedure to, 455; achievement of, 474- 
510; conceptual changes of, 474-482; 
relation of religion to, 475, 476; evolu- 
tion of theories of, 476-482; vindictive, 
476, 477; retributive, 477, 478; deter- 
rent, 478, 479; remedial, 479-481; pro- 
phylactic, 481, 482; current concept of, 
482-488; public confusion concerning, 
4S2, 483; divergence of emphasis in, 
483; definition of, 484; implications of 
modern theory, 485; good and bad, 
486 4K8; causes of problems of, 488- 
492- physiological factors in problems 
of, 488, 489; personal iuctors in prob- 
lems of, 489, 490; social factors in prob- 
lems of, 490- 492; classroom conditions 
relating to, 492; classification of control 
of, 492, 493; the overt act, 493; securing 
direct control of, 493-504; dangers in 
overattention t< direct control, 493, 
494; principles for dealing with overt 
act, 494-500; teacher s own responsibil- 
ity, 494, 495; effective handling of overt 
act, 500-504; table showing penalties 
and successes, 501; securing indirect 
control, 504-507; and manugemenf, 
504, 505; and teaching technique, 505; 
teacher’s relation to, 504; and extra- 
curricular activities, 505, 506; and 
student government, 506, 507; limita- 
tions upon, 507-509, importance of, 
509, 510. See also Control, Correction, 
Overt acts, and Penalties 

Doctrine of interest, curriculum based on, 

c 

Douglass, Harl R., Modem Methods in 
High School Teaching , 143 n.; and Mills, 
Hubert 11., Teaching in High School, 
143 n„ 297 n. 
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Drill, practice differentiated from, 853. 
954 

Drum, W. N., A Preview of Teaching* 
397 n, 

Duzuu Fannie W. t The Child in the Rural 
Env ir o nm ent, 96 n. 

Education, evolution to present system of, 
7, 8; place of secondary school in mod- 
ern organisation 6f, 7, 8; present organ- 
isation and tendencies, 7, 8; task of in 
a democracy, 8-18; meaning of, 8-10; 
a definition of, MM3; objectives in a 
democracy, 16-18; objectives of, per- 
sonal, 16; objectives of, inter-personal. 
17; objectives of, economic, 17, 18; 
objectives of, civic, 18; definition of 
secondary, 33; modern concept of, 85; 
for appreciation, 319 

Emana, L. M., Barr and, * 4 What Quali- 
ties are Prerequisite to Success in 
Teaching ? ” 533 on teacher traits, 
532,539 

Emotionalised attitudes, as category of 
educational aims, 48 

Emotions, necessity of education of, 204- 
306; importance in education, 205, 306; 
importance of controls of, 306-213; 
moral significance of, 213, 319; practice 
using stimulus of, 955 

Equipment, for the classroom, 435-498; 
teacher’s preliminary knowledge of, 
469, 470 

Essay examination, evaluation of, 250- 
353; suggestions for improvement of, 
359-355 

Ethics, teacher’s professional, 595, 596 
See also Appreciation, ethical-social 

Evaluation, problem of measurement, 241, 
344; purpose of, 342-248; of ability, 

« 349; of achievement, 344; to diagnose 
pupil weakness, 345; of teaching effec- 
tiveness, 346, 247; to correct study 
habits, 347, 248; traditional types of, 
348-369; standardised tests, 356, 357; 
construction of new-type tests, 258- 
368; new procedures of, 269-367; of 
experience, 369; and educational ob- 
jectives, 26$, 364; instruments for, 
364-367; recording and reporting, 267- 
377; percentage grades, 268; attitude 
toward marking systems, 270-372; new 
systems, 373-377 

Examination, oral, 348-350; essay, 250- 
353 


Executing, in project method, J22, 139 
Experience, evaluation of, 268 
t Experience-situations, as basis of func- 
tional curriculum, 35 
Exploration, in Morrisonian cycle plan, 
119 

Extra-curricular activities, relation of dis- 
cipline to, 505, 506 

Eye movements, reading difficulties re- 
lated to, 182, 189 
Eye strain, 424, 425 

Failures, problem of, 174, 175 
Faunce, Roland C., and Bossing, Nel- 
•son L., Developing the Core Curriculum , 
44 «i. 

Fear, in disciplinary theory, 478, 479 
Feeling. See Emotions 
Field trips, for concrete illustration, 379, 
393- 995 

First day, problems of, 458-472; critical 
aspects of, 458, 459; natural confusion 
of, 460; recognition of importance of, 
460; opportunity to establish tempo on, 
460, 461; discipline on, 461, 463; general 
routine on, 468; materials for, 469, 470; 
organisation of classes, 470; establish- 
ing routine, 470, 471; assignment and 
clay activity, 472 

Fleming, C. W., and Woodring, M. N., 
on assignment difficulties 817 
Formal steps, Herbert ian theory of, 116- 
118; version of Herbartian, 142 
Foster, H. 11., Principle s of Teaching in 
Secondary Education, 151 it. 

Franklin, B., establishment of Academy, 
4,5 

Functional curriculum, concept of, 34, 95 

Gates, A. 1., et at.* Educational Psychology* 
109 it., 854 »». 

Generalisation, as category of educational 
aims, 48, 49; in inductive reasoning, 
116; in Herbartian steps, 117 
Gestalt, theory of learning, 9); unitary 
emphasis of, 61 

Giles, H. H. v Teacher-Pupil jj Planning* 
155 ft. I 

Gladfelter, M. E., Changes m Reading 
Ability o) K7K Students During the 
Freshman Year in College, 18t n. 
Globes, use of, 979, 991, *992 \ 

Goetting, M. L„ Teaching in th4 Secondary 
School, 69 a. 

Government, student self, 506, 507 
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Grading. See Evaluation 
Graphs, use of, 889 

Gray, W. S„ editor, Basie Instruction in 
Reading in Elementary and High Schools , 
181 n. 

Greeley, H., on value of reform schools, 
480 

Group discussion, informal, 158, 159; 
formal, 159-161 

Group dynamics, importance of knowl- 
' edge of, 171 

Gwyna, M. J., Curriculum Principles and 
Social Trends , 61 n. 

Habit, in classroom procedure, 454, 455 
Handbook on Curriculum Study, 46 n. 
Hamon, Ray L., Lighting Schoolrooms, 
426 n. 

Harper, William Rainey, as teacher of 
appreciation, 225 

Harris, P. £., Changing Conceptions of 
School Distil inf, 474 n. 

Hart, Frank on pupil rating of teach- 
ers, 524, 525; Teachers and Teaching, 
525 n. 

Hartmann, George W., on mores, 208; 

Educational Psychology , 854 n. 

Headley, Leal A., How to Study in follege, 
179 n.; on discovering eye move&ent 
difficulties, 182, 183 

Health, relation to discipline, 488, 489; 
teacher’s, 528-531 

Hearing, seating and defective, 433, 434 
Heating, in classroom, 430-432; regula- 
tion of, 450 

Herbert, unit theory of, 60; theory of 
formal steps, 116-118; version of formal 
steps of, 142 

High school, growth and development of, 
8-7 

Hilgard, Ernest R., Theories of Learning, 

354 n. 

History, of secondary school, 3-7 
Hypothesis, in deductive thinking, 113, 
114 

Illuminating Engineering Society, “Rec- 
ommended Illumination for Classrooms 
and Other School Areas," 426 n. 
Illustration, audio and video, use of, 400- 
416; importance of, 400-403; develop- 
ment in education, 401, 402; in adult 
education, 408-405; school sponsored 
programs for adults, 404, 405; functions 
of radio and television in the classroom, 


405-409; enriching program, 405; sup* 
plemental experience, 405, 406; world- 
wide contact, 400, 407; good listening 
trained by, 407, 408; critical thinking, 
408; leisure orientation, 408; speech 
standards developed by, 408, 409; class- 
room procedure, 409-412; general con- 
siderations, 412-414; standards for 
selection of program^ 414, 415 
Illustration, concrete, need for, 377-379; 
nature of, 377-381; types of visual 
materials, 379; principles governing 
materials for, 379-381; need, 380; cost, 
380; availability, 380; time, 380; effec- 
tiveness, 381; adaptability, 381; per 
manence, 381; techniques of visual in- 
struction, 381-397; general suggestions, 
381-384; preparing students, 382; estab- 
lishing purpose, 382, 383; planning, 382; 
check before use, 383; judicious use, 
383; student reaction, 383; complete 
visibility, 883, 384; variety of visual 
aids, 384; specific types of visual aids, 
384-390; field trip problems, 396. See 
also Visual aids 

Illustration, verbal, nature of, 301-369; 
definition, 361, 362; pedagogical use of, 
Sdl-S^; importance of, 362-863; visual 
and mental imagery, 363-365; problem 
of, 365-367; symbolic language, 367- 
369; effective use of, 369-375; purpose 
of, 369-871; for attention, 369; aid to 
reasoning, 870; to vivify experience, 
370; to stimulate imagination and ac- 
tion, 271; suggestions for use of, 871- 
375; universal, 371, simple, 372; 
illuminating, 372; non-distracting, 372, 
873; accurate, 373; sufficient, 873; vivid, 
373, 374; prepared, 374; varied, 374; 
non-personal, 375 

Imagery, illustration related to, 362-365 • 
Impression, importance of first, 458, 459 
Index, good use of, 190 
Inductive thinking, problem solving by, 
111-113; steps in, 115, 116 
Integration, importance of mores in, 210 
Intelligence, relation to effective study, 
177, 178; relation to discipline. 489, 490 
Intelligence testing, flexibility in inter- 
prets. on of, 178; development of, 243 
Interest, Virginia plan Centers of, 42; 

curriculum doctrine of, 52 
Interest, lecture to arouse, 140; assign- 
ment for stimulation of, 305, 308-310; 
relation of question to student, 329-331 
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James, William, on habit, 211 ; on emotions 
in appreciation, 215; The Will to Bdieee, 
215 a.; on automatic routinisation of de- 
tail, 352; The Principles of Psychology, 
952ft. 

Jenkins, G. G., Schacter, H., and Bauer, 
W. W., Thus Are Your Children, 36 n. 

Judd, C. H„ Psychology of High School 
Subjects, 201 on teachers, 515 

Judging, in project method, 124, 125 

Kellett, E. E., The Whirligig of Taste, 
230 n. 

Kilpatrick, W. II., on pupil purpose, 65; 
on teaching appreciation, 220; Founda- 
tions of Method , 220 n. 

Kinder, James S., on effective sources of 
learning, 379; Audio-Visual Materials 
and Techniques , 382 rt. 

Kingsley, Howard L., The Nature and 
Conditions of Learning , 354 n. 

Koos, L. V., and Troxel, Oliver L., A 
Comparison of Teaching Procedures in 
Short and Long Clou Periods , 316 n. 

Laboratory, use of equipment of, 392, 393 

Language, teaching of modem, 52-54; 
students 1 own m notetaking, 192; sym- 
bolic of ideas, 367-369 

Latin-Grammar School, inappropriateness 
of, 4, 5 

Lazarsfeld, Paul F. t and Kendall, Pa- 
tricia L., Radio Listening 0 in America, 
403 ft. 

Learning, relation to curriculum, 102, 103; 
types of, 199, 200. See also Problem 
solving 

Learning environment. See Atmosphere 
and Classroom 

Lecture, expository nature of, 136; special 
values of, 138, 139; desirable technique 
of, 139-144; hints for preparation of, 
143, 144; importance of teacher per- 
sonality in, 144, 145; responsibility of 
teacher in, 145-147 

Lecture-discussion, nature of, 163, 164. 
See also Procedure 

Leighton, R. W„ on examinations, 252, 
253; Trends in the Development of Com- 
prehensive Examinations, 252 n. 

Leisure, and the mores, 212 

Lesson plan, value of, 283, 284; nature of, 
284, 285; kinds of, 285-287; essentials of 
good, 287 291; use of, 289-293 

library, effective use of, 194-196 


Light, U. L., “High School Pupils Rate 
Teachers,*' 523 ft. 

Lighting, classroom needs for proper, 424- 
430; table showing standards of, 427; 
table showing reflection factor of vari- 
ous colors, 428 

Lindquist, E. F., Educational Measure- 
ment, 243 ft., 252 n. 

Listening, radio used to train for, 407, 408 

Management, theory of, 444. See also 
Discipline, First day, and Procedure 
Mann, Horace, on the essay examination, 
251 

Maps, use of, 379, 388, 389 
Marks. See Evaluation 
Marshall, Max S., Two Sidu To a Teacher* s 
Desk , 250 n. 

Martin, Robert R., Bossing and. Youth 
Faces Its Problems , 84 n. 

McKown, Harry C., and Roberts, 
Alvin B., Audio-Visual Aids to Instruc- 
tion , 382 n. 

McMurry, F. M., How to Study and Teach- 
ing How to Study , 176 n. 

Measurement, problem of, 241, 242; of 
ability, 243, 244. See also Evaluation 
and Examination 

Mechanization, of classroom procedure, 
445-455. See also Procedure 
Memorization, as mean^of teaching ap- 
preciation, 237 

Methods, traditional relation to curricu- 
lum, 31. See also Curriculum, Pro- 
cedure, and Unit 

Miller, \V. S , The Administrative Use of 
Intelligence Tests tft High School , 336 n. 
Mississippi, curriculum plan for, 39-43 
Missouri Plan, evaluation by, 268, 269 
Monroe, Paul, Founding of the American 
Public School System , 5 n. 

Moore, E. on philosophy of teaching, 
518; What is Education Y 518 n. 

Mores, establishment of, 2Q6-209; de- 
scription of, 206; primitive teaching of, 
207; civilized leaching of, 2p7-209; and 
youth, 209; thought and {conduct in- 
fluenced by, 209, 210; for integration, 
210; as social control, 210, fll; as time 
saver, 211, 212; and leisure, 212; rela- 
tion of emotions to development of, 
213; relation to appreciation, 216 
Morrison, cycle teaching plan of, 60, 65, 
118-120; The Practice of Teaching in the 
Secondary School, 219 n. 
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Motivation, by lecture, 139, 140; neces- 
sity for, 214; as function of assignment, 
305-808. See also Lecture and Pro- 
cedure 

Mueller, J. H., et al., Studies in Apprecia- 
tion of Art, 217 «.; on standards of art, 
230 

Mulhern, James, A History of Education 
6 n. 

Mursell, James L., Using Your Mind 
Effectively, 179 185 n.; The Psychol- 

ogy of Secondary School Teaching , 200 n. 

National Education Association, Issues of 
Secondary Education , 22 n. * 

National Society for the Study of Educa- 
tion, Reading in the High School , 181 n.; 
Audio-Visual Materials of Instruction , 
381 it. 

New York State Education Department, 
Healing and Ventilating Recommenda- 
tions for Mew York State Schools , 480 n. 
Normal distribution curve, grading by, 
268-270 

Note taking, importance in study of, 189- 
191; technique of, 191-194 
Notebooks, use in evaluation, 256 

Objective tests, 257, 258 • , 

Objectives. See Aims and Curriculum 
Observer, function in group discussion, of, 
161 

Oral quiz, evaluation of, 248-250 
Oregon, State of, Department of Educa- 
tion, Handbook on Curriculum Study , 
46 n. 

Orgauismic-Field, lea ruing, theory of, 31; 

relation to unit plan of, 61 
Organization, in Morrisonian cycle plan, 
119; teacher's preliminary knowledge of 
school, 467-469. See also Curriculum 
and Planning 

Outline, importance in note taking, 191 
Overt acts. See Discipline 

Panel discussion, technique of, 161, 162 
Parents, assistance in discipline, 508 
Parker, S. C., Methods of Teaching in High 
Schools , 102 n., 150 n. 

Pedagogical organization, curriculum 
based on, 53-55 
Penalty. See Discipline 
Pendell, Elmer, editor. Society U nder Anal - 
ysie, 208 it. 

Percentage, grading by, 268 


Personality, of teacher, 520, 521 
Philosophy, of the teacher, 517-520 
Picture, as concrete illustration, 379; flat, 
384; projection, 386-388 
Planning, in project method, 121, 122 
Planning, daily, value of, 283, 284; nature 
of, 284, 285; use of, 289-293. See also 
Lesson plan 

Politics, activity of teacher in, 541, 542; 

classroom presentation of, 542, 543 
Powers, F. F., and 1 hi, VV. L., Psycho- 
logical Principles of Education , 216 n. 
Practice, importance in note taking, 194; 
nature of, 352-355; importance in 
learning, 352, 353; meaning of, 353- 
355; drill and repetition differentiated 
from, 353, 354; definition of, 353, 354; 
graph of, 354; principles governing, 
355-358; import nee for automatic 
response, 355; need for purpose in, 355; 
emotional stimulus suited to, 355; group 
and individual demands, 356; learner's 
awareness of progress in, 356; whole and 
part learning in, 356; value of energetic, 
356, 357; realistic conditions for, 357; 
time for, 357 ; adjustment for postponed 
use, 358 

Precepts, in teaching mores and apprecia- 
tion, 223, 224 

Preparation, in Herbartian formal steps, 
117; teacher's academic, 531, 532; of 
teacher for extra-curricular activities, 
532; teacher's jHirfessional, 532, 533 
Presentation, in Herbartian theory, 117; 

in Morrisonian tea* ling cycle, 119 
Pringle, R. W., defii it on of discipline, 
484; The Psycholog , of High School 
Disci ]4ine, 484 n., 507 n. 

Privilege, loss of penalty, 502 
Probation, as penalty, 5U2 
Problem solving, essential nature of, 101- 
110; impotrancc of, 101, 102; reflective 
thinking and, 108-110; technique of, 
110-116; general approach to, 110, 111; 
trial and error, 110, inductive and de- 
ductive, 111-118; deductive procedure, 
113-115; inductive procedure, 115, 
116; suggested method of, 125-127; 
sample, of application of suggested 
t »*hod for, 127-131; teacher guidance 
in, 133; relation to other methods, 133 
Problems, criteria for selection of, 181-138 
Procedure, organization of, 442-455; ac- 
complishing the work and maintaining 
interest, 442, 448; classroom problems 
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of, 444*449; avoiding waste of time, 
448; general concept of time, 44$, 444; 
management theory of, 444, 44$; dan- 
gers of mechanisation of, 446, 446; ad- 
vantages of mechanisation, 446, 447; 
sensible use of mechanisation, 447-449; 
•eating, 449; class roll, 449, 450; light, 
ventilation, heat, 450; use of materials 
and equipment, 450, 451; classroom 
courtesies, 450-4&3; blackboard, 453; 
bells, 45$, 454; habit and routine, 454, 
455; relation of discipline to mechaniza- 
tion of, 455 

Progress, evaluation of pupil, 241-477 
Project method, relation to problem solv- 
ing, 120-125; accepted steps in, ISO- 
125; purposing, 120, 121; planning, 121, 
122; executing, 122-124; judging, 124, 
125. See also Problem solving 
Psychology, of subject differences, 200, 201 
Punishment, corporal, 503. See also 
Discipline 

Pupil, evaluation of progress of, 241-277; 

evaluation of weakness of, 245 
Purposing, in project method, 120, 121 

Question, use of in teaching, 324-341 ; im- 
portance of, 324, 325; difficulties in use 
of, $25, $26; teacher prerequisites for 
good use of, 926-328; function of, 328- 
$$t; test of student achievement by, 
928, $29; relating of experiences by, 
$29; stimulation of interest* by, 329, 
330; for drill, 330; to stimulate thought, 
330; development of evaluation, 330; to 
insure organisation and interpretation, 
390; to highlight significant elements, 
$30; to obtain attention, 331; to dis- 
cover interests, 331 ; to develop appreci- 
ation, 931; technique of, 331-341 ; char- 
•acteristicsof good, 331-333; specific sug- 
gestions for, 333-338; teacher reaction 
to student, 338-340; student response 
to, 340, 341 

Questioning, aid to silent reading by, 186, 
137 

Quia. 5s s Evaluation ami Examination 

Radio* See Illustration, audio and video 
Beading^ importance in study of, 181- 
183; intelligent techniques of, 184-189; 
need for adapting rate to character of, 
134, 135; value of studying author*! 
point of view, 185, 136 
Recitation, in Momsonian cycle plan, 120; 


changing concept of, 149-151; older 
views of, 149, 150; newer view of, 150, 
151 ; techniques of, 151-155; purpose of, 
151, 152; procedure in, 152-155; plan- 
ning, 158; modernisation of, 155-168; 
traditional and socialised compared, 
156, 157 

Reconstruction, principle of, 18 
Recorder, function in group discussion of, 
161 

Records, of pupil progress, 267-277 
Reed, Homer B., Psychology and Teaching 
of Secondary Schools r, 199 n. 

Religion, relation of education to, 475, 476 
Reports, use in evaluation, 256; of pupil 
progress, 267-277 

Resource units, description of, 91-95; 
sample of, 9$ 

Review, nature of, 344, 345; importance 
of, 345, 346; purpose of, 346-351; tech- 
nique of, 351, 352; planning of, 351; 
time to, 351; length of, 351, 352 
Ritual, ethical-social appreciation learned 
by, 229 

Rivlin, Harry B., Teaching Adolescents 
in Secondary Schools , 325 a. 

Roll, taking of class, 449, 450 
Ross, C. C., Measurement in Today's 
Schools* 242 a., 252 a. 

Round table discussion, technique of, 161, 
162 

Routine, establishment on first day, 470, 
471. See also Mechanisation and Pro- 
cedure 

Rusk, R. R., The Philosophical Basis of 
Education , 618; on philosophy of teach- 
ing, 518, 519 

School, Boston English Classical, estab- 
lishment of, 5 

School, elementary, relation to secondary, 
18, 19; tasks of, 19, 20 
School, function of, 12-18 
School, Latin-Grammar, inappropriate- 
ness of, 4, 5 

School, secondary, function in a democ- 
racy, 3-27; evolution of, 3-7 (place in 
modern educational organisation, 7-9; 
task in a democracy, 18-26; character- 
istics of pupils in, 20-22; task 6f, 22-24; 
objectives of, 24-26; needs of pupils in. 
26 

Seating, in socialised class procedures, 170; 

in the classroom, 432-435 
Self-recitation, study value of, 187, 188 
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Shaw, George Bernard, on thinking, 36? 

Sheviakov, George V., and Redl, Fritz, 
Discipline For Today's Children and 
Youth , 434 n. 

Shuey, Audrey M., “The Reliability of 
the Wilke Personality Rating Scale,’* 
620 n. 

Siepmann, Charles A., Radio Television 
and Society, 401 n. 

Situation, graph of practice related to, 
364 

Slides, use of, 386, 387 

Slogans, teaching ethical-social apprecia- 
tion by use of, 223, 224 

Smith, B. O., Stanley, W. O., and Shored, 
J. H., Fundamentals of Curriculum 
Development , 63 n. 

Smith, E. R., and Tyler, R. W., Apprais- 
ing and Recording Student Progress , 
266 n. 

Socialization, democratic procedure of 
teaching by 149-171; traditional reci- 
tation compared to, 166, 167 

Socialized class procedures, techniques of, 
158r-171; important principles of. 165- 
169; conduct of informal, 169 171 

Source materials, in the modern curricu- 
lum, 66 

Spaulding, F. T., High School akdJAfe , 
403 n. 

Staff, relationship? of teacher with, 636, 
636 

Standardised tests. See Evaluation 

State, contribution to curriculum, 67 

Stevens, Romiett, The Question as a Meas- 
ure of Efficiency in Instruction , 328 n.; 
on questions, 336 

Stimulus-response theory, curriculum ob- 
jectives related to, 47; related to prac- 
tice, 363 

Stowe, Harriet Beecher, inBuence of Uncle 
Tom's Cabin, 226 

Strang, Ruth, et al ., Problems in the Im- 
provement of Reading in High School and 
College, 181 n. 

Stratemeyer, Florence, et al„ Developing a 
Curriculum for Modem Living, 44 a., 
(6a 

Stiebel, R. F., and Morehart, G. C.. The 
Nature and Meaning of Teaching, 307 n. 

Student, teacher’s preliminary knowledge 
of, 466-467 

Student government, relation of discipline 
to, 606, 607 

Study methods, teaching of, 174-202; es- 


sentials of effective, 176-181; importance 
of reading in. 181-183; general tech- 
niques, of, 184-199; importance of note 
taking, 189-191; note taking technique, 
191-194; use of time, 197-199; special 
techniques, 199-202; types of learning, 
199, 200; testing for effectiveness of, 
247, 248 

Subject matter, traditional organization 
of, 32-34; modifications of, 37; failure 
in logical organization of, 61 
Sumner, W. on mores, 206, 207; Folk- 
ways, 206 n.; on habit, 211 
Symbolism, effective use of aord, 369- 
375 

Sympathy, use in discipline, 601, 602 
Symposium, nature of, 162, 163 

Teacher, characteristics for good lecture, 
144-147; importance in development of 
appreciation, 222; prerequisites for suc- 
cessful questioning, 326-328; techniques 
of questioning, 333-338; reaction to 
student questions, 338-340; reaction to 
student response, 840, 341; control of 
physical environment, 424; control of 
class atmosphere, 439, 440; responsibili- 
ties for own discipline, 494, 496; and 
effective discipline, 694; importance of, 
516-517 ; personal equipment of, 517- 
533; philosophy of, 617-520; personality 
of, 520, 521 ; qualities of good, 521-523; 
table showing traits, 523; pupil rating of, 
523-526; table showing pupil rating of, 
526: educability of aticcessful qualities 
of, 528; health of, 52S 631; academic 
preparation of, 531, 532; preparation 
for extra-curricular activities, 532; pro- 
fessional preparation of, 532, 533; 
school relationships of, 533-536; rela- 
tionships with students, 533-535; staff* 
relationships of, 535; professional ethics, 
535, 536; social problems of, 536-540; 
residence of, 539, 540; civic responsibil- 
ity of, 540-543; community leadership 
by, 540, 541; political activities of, 641, 
542; classroom presentation of political- 
economic-social theory, 542, 643 

Teaching, diagnosis of effectiveness of, 
244 247; relation of discipline and 
techniques of, 606 

Teaching unit, compared with resource 
unit, 92 

Technique, relation of discipline to teach- 
ing, 606 
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Television. See Illustration* audio and 
video 

Temperature, in classroom, 431 

Tests, standardized, 256, 257; objective, 
257, 258; construction of new-type, 
258-263. See also Evaluation 

Textbooks, variation in, 34 

Tha>er, \ . T., The Passing of the Renta - 
tion . 1 49 n 

Themes, use of, 216 

Thinking, characteristics of, 103-108; 
stimulation by assignment, 311; stimu- 
lation b\ question. 330 

Thorpe, L I* , Psychological Foundations 
of Personality , 211 n., 520 n. 

Travers, Robert M. W., How to Make 
Achievement Tests, 258 n. 

Trow, W. Fducational Psychology, 
190 n . 

Tuttle, Harold S„ Dynamic Psychology 
and Conduct , 482 485 n. 

CmsUttd, J. G., Secondary School Teach- 
ing , 61 n. 

Unit, means of developing, 60- 95; defini- 
tion of, 62; types of, 63; characteristics 
of good, 61-71; cooperative nature of, 
70, samples of, 71-81; teacher guidance 
of, 81-91; preparation of. 81-83 

Value, in appreciation, 213-215 

Ventilation, classroom, 430-432 


Verbal illustration. See Illustration, 
verbal 

Virginia, curriculum plan for, 39-43 

Visual aids, flat pictures, 334-386; slides, 
386; film slides, 386, 387; stereograph* 
387; motion pictures, 387, 388; globc^ 
models, 391, 392; specimens, laboratory 
equipment, 392, 393; demonstration, 
393. See also Illustration, concrete 

Vocabulary, reading ease related to, 184 

Waage, John, Carr and. The Lesson As- 
signment, 299 n. 

Waples, D., Charters and, The Common - 

# wealth Teacher-Training Study , 521 n.; 
on teacher traits, 521 523 

Ward, C. H., What is Englishf 367 n. 

Weakness, diagnosis of pupil, 245; review 
to diagnose teacher, 850 

VYeidemann, C. on examinations, 252, 
254; “ Written Examination Proce- 
dures/’ 252 n. 

Witty , Paul A., “Teacher Who Has 
Helped Me Most/’ 524 n. 

Woodnng, M. N , Fleming and. study of 
assignment difficulties, 317 

Voakam, G. A., on the assignment, 299; 
The Improvement of the Assignment, 
299 ft. 

Zane, on composite natumof appreciation, 
217 
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